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ABSTRACT 
Very little research is published on teaching music to students with learning disabilities. 
Nevertheless, federal law mandates that instruction of such students take place in all 
public schools. The purpose of this study was to investigate the lived experiences of four 
secondary instrumental music teachers who teach five students with learning disabilities. 
This study looked at the interactions between teachers and these students and examined 
how their experiences informed teaching practices. Phenomenological in design, this 
study included data collected from journals, as well as interviews, relevant artifacts, and 
direct observations of the teachers. My goal was to provide data for music teacher 
training programs and for these teachers to help each class of their students educate 
students with learning disabilities.  
Results showed that the teachers were aware of the needs of students with 
learning disabilities. Teachers became frustrated with occurrences of undisclosed 
diagnoses of such students and those with Attention-Deficit/Hyperactivity Disorder, and 
that they had received little guidance from Individualized Education Programs or other 
documents designed to inform teachers about accommodations for those with disabilities. 
Successful accommodations depended on the experience or training of the teachers and 
  vii 
the severity of the disability, as well as how much the students had previously learned to 
cope with their learning disabilities. Students were rarely aware of specific interventions 
or adaptations teachers had made to accommodate a disability. Instructors employed 
general teaching techniques that aligned with Universal Design for Learning (UDL). 
Pedagogical information given in this study would benefit music education and add more 
data to the sparse amount of work being done on teaching instrumental music to students 
with learning disabilities. 
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CHAPTER 1: UNVEILING THE PROBLEM 
According to the National Center for Education Statistics (2015) 6.4 million 
children received services during the 2012 to 2013 school year under the Individuals with 
Disabilities Education Improvement Act (IDEA, 2004). These 6.4 million students 
represent 13% of the total public school enrollment. The distribution within this number 
of those students includes 35% with specific learning disabilities, 21% with speech or 
language impairments, 12% with other health impairments, 8% with autism, 7% with 
intellectual disabilities, 6% with developmental delays, 6% with emotional disturbances, 
2% with multiple disabilities, 1% with hearing impairments, and 1% with orthopedic 
impairments. Secondary schools teach adolescents from 12 to 17 years old; this age group 
accounts for 60% of all students diagnosed with learning disabilities (U.S. Department of 
Education, 2012). Students with learning disabilities, who may also suffer from other 
disabilities such as speech or language learning challenges, constitute the largest group of 
students with disabilities served in the general education classroom (87%) according to 
the National Center for Education Statistics (2015). Along with this population, 67% of 
students with specific learning disabilities, 64% with visual impairments, 16% with 
intellectual disabilities, and 13% with multiple disabilities make up the other categories 
of students with disabilities served in the general education classroom (National Center 
for Education Statistics, 2015).  
During the 2012 to 2013 academic year, students with learning disabilities from 
ages 6 to 21 spent 80% or more of their school day either in general education classrooms 
(National Center for Education Statistics, 2015) or in “inclusive” classroom settings. 
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Inclusive classroom settings can be challenging to public school teachers who may not 
have enough preservice or postservice training to teach such students. Implementing 
specialized instruction, providing special services, and evaluating student progress also 
make inclusion challenging (Lerner & Johns, 2015). 
Problem 
 According to the Zero Reject principle of the Individuals with Disabilities 
Education Improvement Act (2004), public schools are required to teach all students with 
disabilities. The Regular Education Initiative unified “educational services for students 
with disabilities” in order for them to participate in a more inclusive educational system 
(Adamek & Darrow, 2010, p. 17). As a result, secondary instrumental music educators 
throughout the United States must be prepared to teach students with special needs in 
their music classrooms (Adamek & Darrow, 2010). Legal mandates in the IDEA, 
including Free, Appropriate Public Education and the implementation of provisions from 
an Individualized Education Plan (IEP), require music educators’ involvement in the 
overall academic progress of a student (R. B. Lewis & Doorlag, 2005). Therefore public 
school music teachers in some states are accountable for standardized test scores related 
to Adequate Yearly Progress reports (Hammel & Hourigan, 2011). Understanding the 
principles of an inclusive classroom in which teachers provide accommodations and 
modifications is just as beneficial to secondary music education as the initial 
identification of students with learning disabilities (Jellison, 2012).  
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Learning Disabilities 
Learning disabilities is an umbrella term for a developmental disability that 
includes both learning disabilities and Attention-Deficit/Hyperactivity Disorder (ADHD). 
It is the largest category of disabilities, accounting for 15% of students ages 3 to 17 
(National Center for Disease Control and Prevention, 2015). Over the past 6 years, 
learning disabilities have been extensively examined and researchers have found an 
increase in the number of students with learning disabilities “included” into general 
education classes (U.S. Department of Education, 2012). Students with learning 
disabilities have a variety of “problems in academic, behavioral, and social-emotional 
areas” (R. Reid, Lienemann, & Hagaman, 2013, p. 2). ADHD, associated with students 
with learning disabilities, is diagnosed in approximately 25% of the population of 
learning-disabled students (R. Reid & Johnson, 2012). Studies from the field of 
psychiatry indicated that learning disabilities have been found in 70% of children with 
ADHD, that learning and attention problems coexist in these children, and that these two 
problems are interrelated (Mayes, Calhoun, & Crowell, 2000). 
Students are identified as having a learning disability based on their ability levels 
in reading, math, and writing as determined by a variety of standardized intellectual and 
academic tests (R. Reid et al., 2013). Students with learning disabilities have problems 
with decoding words, phonological processing, reading comprehension, and reading 
fluency, and they lack the ability to understand math concepts and solve problems. They 
also suffer from deficits in short- and long-term memory, as well as an inability to write 
physically, spell, and generate text. R. Reid et al. (2013) noted that students with learning 
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disabilities lack the ability to pay attention for an extended period or stay focused. They 
also have memory problems and lack self-efficacy and the ability to coordinate strategies 
to help them learn. 
The fields of psychology, medicine, sociology, and education struggle to define 
learning disability (R. Reid et al., 2013). Psychologists do not refer to the term learning 
disabilities but rather describe reading disorders, written expression disorders, and 
mathematical disorders (American Psychiatric Association, 2013). These definitions do 
not necessarily align with the description medical science gives as learning disabilities 
(dyslexia, dyscalculia, and dysgraphia), while that definition rarely plays a role in the 
diagnosis of learning disabilities. Government sociologists are a part of the National Joint 
Committee on Learning Disabilities that consists of the Department of Health and Human 
Services and the Department of Education. The committee described learning disabilities 
as a 
heterogeneous (or diverse) group of disorders, significant difficulties in the 
acquisition and use of listening, speaking, reading writing reasoning or 
mathematical skills, disorders are intrinsic (or inherent) to the individual, 
presumed to be due to central nervous system dysfunction, occurs across the life 
span, often problems in self-regulatory behaviors, social perceptions, and social 
interaction, may occur concomitantly with other disabilities (e.g., sensory 
impairment, mental retardation, serious emotional disturbance) or with extrinsic 
influences (such as cultural differences or insufficient or inappropriate 
instruction). They are a result of those conditions or influences. (Lerner & Johns, 
2015, p. 13) 
Common elements of each of the definitions are “neurological factors, cognitive 
factors, difficulty in academic learning tasks, discrepancy between potential and 
achievement, and exclusion of other causes” (Lerner & Johns, 2015, p. 14). In the context 
of this study I shall use the educational definition of a learning disability:  
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A neurological condition that interferes with a person’s ability to store, process, or 
produce information, affecting the person’s ability to read, write, speak, spell, or 
compute mathematics. It can also interfere with attention, memory, coordination, 
and social skills. (Lerner & Johns, 2015, p. 10) 
Inclusion 
Inclusion emerged from the Education of All Handicapped Children Act of 1975, 
which provided that students with learning disabilities receive appropriate 
accommodations and modifications in the general education classroom (Hammel & 
Hourigan, 2011). The educational policy of inclusion offers students with a disability the 
initial opportunity to be placed in a general education classroom. If an accommodation is 
then needed, students are placed in other settings or given modifications in the general 
education classroom. Therefore, inclusion is a policy that facilitates and maximizes the 
learning potential of students with special needs to be able to interact in a general 
education classroom (Mayberry & Lazarus, 2002).  
Because of the basic principles of inclusion, teachers need to respond to the needs 
of students through use of teaching adaptations, modifications, and accommodations “in 
content, approaches, structures and strategies” (United Nations Educational, Scientific 
and Cultural Organization, 2009, p. 8). Adaptations are the instructional learning aids, 
strategies, or materials used to accommodate students’ learning needs (Adamek & 
Darrow, 2010). Modifications are implemented when the curricular design and goals for 
students are adapted so that they can learn to their highest potential. Accommodations are 
those modifications incorporated to teach all students with disabilities at the same level as 
other classroom students (Hammel & Hourigan, 2011). Correlations can certainly be 
drawn between the benefits for students with learning disabilities being taught in the 
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general content area classrooms and those benefits in secondary music classrooms 
(Jellison, 2012). Music teachers must understand the importance of the role they play in 
inclusion and of those methods by which they can support and assist students with 
disabilities. Hammel and Hourigan (2011) maintain it is critical that music teachers gain 
experience with working with students with special needs “in order to provide the best 
education for all of their students” (p. 51).  
Students with learning disabilities are included in general education classes in 
public schools (National Center for Education Statistics, 2015). In a nationwide survey of 
5,000 music teachers across the United States, Van Weelden and Whipple (2014) 
revealed that all students with special needs could elect to take a music class at the 
secondary level: 99% of middle and high school chorus teachers and 97% of middle and 
high school instrumental music teachers taught students with special needs in their 
classes. According to a study by Hoffman (2011), many secondary music educators are 
not prepared to teach students with special needs. 
Shelfo (2007) confirmed the lack of training specific with regard to students with 
special needs in undergraduate music teacher preparation. Research by McDowell (2007) 
found that teaching students with disabilities concerns many undergraduate music 
education interns. A study of music teacher preparation indicated that 40% of K–12 
music teachers had not been exposed to coursework in special education (Frisque, 
Niebur, & Humphreys, 1994). 
Nationwide, music teacher training in special education is limited and inconsistent 
(Hourigan & Edgar, 2014), generally due to the fact that the demands on undergraduate 
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programs both to produce music educators in a short time span and to achieve a large 
number of curricular goals is a challenge for most universities and colleges (Jellison, 
2012). Teachers with over 25 years of experience may have had no special training in this 
area. Music educators may therefore lack both competence and confidence in teaching 
students with special needs and may also need more training in adaptive expertise. This is 
one more consequence of the overall lack of special education training (Smith, Tyler, 
Skow, Stark, & Baca, 2003).  
The dearth of courses training teachers about students with special needs concerns 
aspiring music educators (McDowell, 2007). Hammel and Hourigan (2011) concurred: 
Insufficient music teacher training in special education can be problematic for secondary 
school music teachers. Although continually challenged to find places for special 
education courses in teacher education curricula, higher education clearly needs to 
include supplemental training in special education to develop skills for teaching students 
with special needs (Hourigan & Edgar, 2014).  
Research by Jellison and Draper (2015) pointed out that “we know little about” 
inclusive “classrooms, the instruction that is provided, or the quality and level of 
children’s participation and learning” (p. 326). Federal mandates emphasize the need for 
music teachers to learn how to integrate students effectively into music activities, provide 
adaptations to instruction, and manage effective strategies for students with learning 
disabilities. Collaboration with special education professionals, administrators, as well as 
Individualized Education Plans (IEP), provides limited information for and support to 
music teachers (Burnstein, Sears, Wilcoxen, Cabello, & Spagna, 2004; Darrow, 1999). 
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Still unexplored is how and why music teachers use specific strategies––and which 
strategies are effective––to solve problems when teaching students with learning 
disabilities. 
Studying secondary instrumental music classes whose students have learning 
disabilities should provide an understanding of how these students are both taught and 
learn. This understanding of an inclusive instrumental music environment should provide 
insight into necessary accommodations, modifications, and adaptations. The stories 
teachers told to describe their experiences could inform instrumental music further by 
enhancing teaching practices for students with learning disabilities. The level of 
involvement of such students in the music classroom; which documents inform faculty of 
their disabilities; and the extent to which administrators, counselors, special education 
specialists help music teachers could inform preclinical educators, administrators, and 
policy makers on problems instrumental music teachers face when teaching students with 
learning disabilities.   
Conceptual Framework 
 “UDL [Universal Design for Learning] views students with disabilities not as a 
separate group of learners, but as members of a continuum that includes all learners in the 
classroom” (Jellison, 2012, p. 70). UDL and differentiation of instruction are two 
systematic approaches to teaching and learning grounded in accommodating a broad 
spectrum of a student’s abilities and disabilities (Jellison, 2012). Differentiation of 
instruction is a curricular process that includes adjusting instruction to fit the students’ 
needs (Mayberry & Lazarus, 2002). UDL was created to help educators modify their 
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curriculum and assessment practices. In essence, it provides a conceptual framework for 
analysis of this study because UDL encompasses how instruction is presented to students, 
gives alternative ways for students to express themselves, and challenges students to 
engage them in the subject matter (Rose & Meyer, 2006). 
Differentiated Design for Learning  
Differentiation of instruction is a useful and necessary tool for instructors when 
working with students with learning disabilities. According to Tomlinson (1999) and 
Bender (2012), differentiation of instruction helps teachers make decisions about how 
and what they teach in order that students best retain essential knowledge (Mayberry & 
Lazarus, 2002). As Tomlinson (1999) pointed out, it is the “how” of teaching. An 
example of differentiation might be how teachers highlight the important parts of their 
subjects. Differentiated instruction relies upon “content, process and the product” 
(Bender, 2012, p. 10; see also Tomlinson, 1999), or in other words, what is learned, how 
the student masters the content, and how the learning is observed and evaluated. 
Universal Design for Learning 
The idea behind UDL is to provide help to educators in tailoring instruction to 
students with learning disabilities (Meyer, Rose, & Gordon, 2014). The application of 
UDL began with eliminating physical barriers and expanded into a paradigm that could 
help teachers modify their curriculum and assessment practices (Acrey, Johnstone, & 
Miligan, 2005; Rose & Meyer, 2006). UDL employs inclusive practices to incorporate all 
classroom students (Jellison, 2012). The application of this framework provides students 
with multiple methods of representation, expression, and engagement (Rose & Meyer, 
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2006). According to Jellison (2012), representation is the way in which a teacher employs 
specific methods in the classroom to best enable students to realize their potential. 
Expression refers to methods that allow students alternative ways to express their mastery 
of the material. Engagement relates to how the teacher challenges students’ interest in a 
subject to motivate them (Rose & Meyer, 2006). Gargiulo and Metcalf (2013) gave 
examples of representation to demonstrate that these approaches to teaching are not fixed. 
Representation can, therefore, include the creation of simulations of learning materials, as 
well as the more common use of diagrams and graphics, or can employ print mediums to 
be digitally enlarged or enhanced with color (Gargiulo & Metcalf, 2013). Expression can 
include teaching strategies that could be “oral, written, demonstration, creation, 
illustration [or] performance” (Westwood, 2015, p. 185). Finally, examples of 
engagement can include “looking, listening, hands on, participating, discussing, 
individual, group, independent, collaborative, [or] interacting” (Westwood, 2015, p. 185).  
I employed UDL as a conceptual framework throughout this study. Jellison 
(2012) believed that UDL is an appropriate construct to apply to teaching and assessing 
music students “through curriculum, activities and routines” (p. 70). UDL is designed to 
help all students achieve without excluding some because of a disability. I used the main 
concepts of UDL (representation, expression, and engagement) in order to create 
observation, interview, and journal protocols. I searched for data that aligned with UDL. 
This conceptual framework provided a unique way to understand the reflections of music 
teachers about their abilities to teach students with learning disabilities.  
  
11 
Purpose of the Study and Research Questions 
The purpose of this study was to investigate the lived experiences of secondary 
instrumental music teachers who teach students with learning disabilities. Research 
questions included 
1. What do secondary instrumental music teachers do to accommodate students 
with learning disabilities in their music classroom? 
2. Why do secondary instrumental music teachers make accommodations for 
students with learning disabilities? and 
3. How do the teaching practices of secondary instrumental music teachers align 
with aspects of the Universal Design for Learning? 
Orientation to the Study 
 Secondary instrumental music teachers in public schools are impacted by the legal 
mandates in IDEA that include provisions for IEP’s that govern the academic progress of 
students with learning disabilities (R. B. Lewis & Doorlag, 2005). According to Hourigan 
and Edgar (2014), these mandates can be problematic for teachers, as the teachers have 
had little or no training in special education to be able to deliver modifications and 
accommodations when teaching such students. Inclusive music classrooms require that 
teachers instruct students of various abilities. Colleges and universities, as well as state 
and local school boards, therefore need to be proactive and sensitive to the ever-changing 
and diverse population music teachers encounter daily. The Universal Design for 
Learning could provide a basis for understanding the problems and successes of 
instrumental music educators as they learn to teach students with learning disabilities. 
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 In the following chapters, I present a review of the literature and background 
information relevant to this study. Chapter 2 consists of a historical view of legal issues 
that surround the creation of an inclusive environment, as well an investigation into 
which mandates directly affect secondary instrumental music teachers. I then present 
studies on special education, learning disabilities, and instrumental music education and 
research highlighting Universal Design for Learning and employing reflective thinking. 
In Chapter 3, I describe specific details of the methodology that include how I 
constructed the study and how data were collected and analyzed. The fourth chapter 
focuses on presenting data from each teacher’s experiences with students with learning 
disabilities, as well as data on teaching students with specific disabilities. Finally, in 
Chapter 5 I discuss conclusions about the data in this study and provide recommendations 
for how this study could be used as a basis for a variety of research in music education. 
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CHAPTER 2: INVESTIGATING LITERATURE ON LEARNING DISABILITIES 
 This literature encompasses a variety of topics to help clarify and justify the need 
for this study. The analysis begins with an examination of the historical background of 
the legislation related to special education and proceeds with an examination of general 
education literature. It also presents an investigation of literature on children with special 
needs, which consists of studies on inclusion, learning disabilities in general, and specific 
learning disabilities. The next section of the literature review encompasses research in 
music education, as well as studies that have employed reflective thinking as a mode of 
inquiry for qualitative research. The first part of this latter section is devoted to music 
teacher training in special education. The subsequent section is dedicated to research in 
music education on teaching students with disabilities in the music classroom, including 
studies about inclusive settings in music education and learning disabilities. Finally, a 
look at the literature on Universal Design for Learning as a conceptual framework in 
research and its use of reflective thinking provides specific insights into understanding 
phenomena in the instrumental music classroom. 
Key Legislation in Special Education 
Brown v. Board of Education (1954) was the landmark legal case for minority and 
marginalized students who attended U.S. public schools. This controversial court case 
overturned Plessy v. Ferguson (1896), which had upheld racial discrimination as 
constitutional as long as separate but equal provisions were accorded both Black and 
White citizens. A Black father brought the case of Brown v. Board of Education when he 
desired to enroll his child in a White elementary school in Topeka, Kansas. This historic 
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case determined that teaching Black and White students in separate schools was 
unconstitutional. The Supreme Court determined that public education previously 
categorized as separate but equal learning situations promoted racism (H. R. Turnbull & 
Turnbull, 2006). Although Brown v. Board of Education was the beginning of the modern 
civil rights movement in the United States, it also became an important legal case that 
helped end other types of exclusionary practices by educational institutions.  
In the 1960s, special needs advocacy groups “utilized techniques from the civil 
rights movement to further their cause” (Hammel & Hourigan, 2011, p. 25). The 
Elementary and Secondary Act of 1965 helped improve educational equality and was 
amended to protect and assist students who lived in poverty (Senate Report, 1965). 
Federal courts established the definition of a suitable education for children to include 
students with disabilities (Atterbury, 1990). Congress passed the Education of the 
Handicapped Act in 1970. This legislation provided grants to train teachers who taught 
students with disabilities in higher education, as well as provided resources to local 
school districts (Huefner, 2005). Other key court cases, such as the Pennsylvania 
Association of Retarded Citizens (Parc) v. Commonwealth (1971), Mills v. Board of 
Education (1972), and Section 504 of the Rehabilitation Act (1973), provided for 
placement, protections, and accommodations of students with disabilities. Specifically, 
Section 504 “prohibit[ed] discrimination against individuals with disabilities by any 
program or activity conducted by Federal agencies or by programs or agencies receiving 
Federal funding” (Hoffman, 2011, p. 3). Not until November 29, 1975, did President 
Gerald Ford sign the Education for All Handicapped Children Act into law. This 
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important act was renamed in 1990 as the Individuals with Disabilities Education Act 
(IDEA; Yell, Drasgow, Bradley, & Justesen, 2004).  
Legislation prior to 1975 laid the groundwork for the IDEA and has been 
amended many times since. The IDEA now lists 13 categories in which a student can be 
declared eligible for special education services (Adamek & Darrow, 2010). The IDEA 
also supports six main constructs: zero rejection, nondiscriminatory evaluation, 
appropriate education, least restrictive environment, procedural due process, and parent 
and student participation. Each gives guidelines from which public education services 
students, teachers, and parents of students with disabilities can acquire information 
(Hammel & Hourigan, 2011).  
The first mandate, “Zero Reject,” ensures that students with disabilities receive a 
free and appropriate education without being excluded from school or classes. Hammel & 
Hourigan (2011) wrote, “Even if a student has committed disciplinary actions that cause 
the system to change the specific setting for that student, he still has the right to an 
education” (p. 32). “Nondiscriminatory Evaluation” involves the identification of a 
disability by a team of experts who undertake an ongoing assessment of a student’s 
abilities. This assessment is formalized in an Individual Education Program (IEP). The 
evaluation team consists of a variety of professionals that include teachers, special 
education professionals, administrators, and the caregivers. This team evaluates and 
determines which services or accommodations are necessary for the student with 
disabilities to function successfully in the school or classroom setting (Adamek & 
Darrow, 2010; R. Turnbull, Huerta, & Stowe, 2008).   
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A “Free Appropriate Public Education” is guided by a student’s IEP to provide 
the student with the necessary accommodations. The process starts with the creation of an 
IEP. One element of the IEP establishes where the student will be placed, which is 
determined by the student’s level of functioning (Hammel & Hourigan, 2011; R. B. 
Lewis & Doorlag, 2005). Guidelines and benchmarks are then constructed for the student 
and are periodically evaluated by a team of professionals along with parent and student 
input (Hammel & Hourigan, 2011). The “Least Restrictive Environment” is used to 
implement mainstreaming, integration, or inclusive practices for students with disabilities 
(Adamek & Darrow, 2010). A student with disabilities is therefore first placed in the 
general classroom while accommodations and changes are made to the IEP as needed. 
This is considered to be the Least Restrictive Environment (R. B. Lewis & Doorlag, 
2005). “Procedural Due Process” makes schools accountable for following the guidelines 
and mandates of the IDEA. “Parental and Student Participation” involves both parents 
and students in the “development, implementation and decision-making process 
regarding special education services” (Adamek & Darrow, 2010, p. 33). If a parent 
decides the placement of the child is inappropriate, that parent can request a review by 
the professional committee to reexamine the placement (R. Turnbull et al., 2008). 
Subsequent to the IDEA, the Americans with Disabilities Act (ADA) of 1990 is 
now the most significant antidiscrimination legislation giving protection to individuals 
with disabilities (Adamek & Darrow, 2010). The ADA is based on Section 504 of the 
Rehabilitation Act, and in education specifically, it gives to students with disabilities 
access to help prepare them for future employment. Schools are now required to teach 
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special education students the essential skills needed for employment and to become 
successful in society. In 2008, the ADA was amended to allow additional individuals 
with disabilities to be eligible for the special programs; it also increased monitoring of 
services for students in the programs (Zirkel, 2009).  
A comprehensive education reform bill, the No Child Left Behind Act (NCLB), 
passed in 2001, also increased the accountability of states and school districts to identify 
achievement for students with disabilities and help them improve their skills by setting 
goals (U.S. Department of Education, 2003). NCLB helps the IDEA to include more 
highly qualified teachers, to obtain high quality instruction, and to allow for students with 
special needs to participate in high-stakes testing (Batshaw, Roizen, & Lotrecchiano, 
2013). Teachers therefore must hold proper credentials in order to teach, while special 
education teachers must undergo rigorous preservice and in-service courses in order to 
obtain and retain their credentials (U.S. Department of Education, 2012). High quality 
instruction in the classroom is necessarily a part of how teachers teach students under 
NCLB (Batshaw et al., 2013). According to the U.S. Department of Education (2012), 
instruction should employ strategies and techniques based on educational research 
(Batshaw et al.). Nevertheless, as Hammel and Hourigan (2011) point out, parts of the 
NCLB are controversial, especially the mandates that schools make “Adequate Yearly 
Progress” in subject areas such as reading and math, by including students with learning 
disabilities. Funding of schools is related to Adequate Yearly Progress through NCLB, 
and low scores can sometimes lead to school closings. Students can also be excluded 
from elective courses, such as music and art. The act can even force elective teachers to 
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implement school-wide intervention strategies in reading and math in order to improve 
the yearly progress. 
General Education Literature and Children With Exceptionalities 
This section presents literature related to educating students with special needs. 
First, I present an historical review of how inclusion is used in education. That is 
followed by a review of general research that relates to the effectiveness in helping 
students with exceptionalities. Further, I present literature about general teacher 
preparation in special education. A discussion follows that provides literature describing 
the prevalence of learning disabilities, categories of learning disabilities, and how the 
impairments can affect learning follows. Studies on specific learning disabilities follow. 
Those relate to how teachers teach students with learning disabilities and to how students 
learn in the general education classroom. 
Inclusion 
The philosophy of inclusion provides that students with learning disabilities be 
included in regular education classrooms. Lindsay (2007) conducted a review of literature 
on the subject of inclusion in order to determine whether educational professionals 
positively endorse inclusion. This review began Dunn’s 1968 study, the most frequently 
cited study in the field of learning disabilities according to McLesky (2004). As an 
opinion paper about improving the quality of special education in the United States, its 
significance lies in its recommendations for the placement of moderately and severely 
mentally disabled students.  
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At the end of the 20th century, studies primarily focused on analyses of model 
inclusive education programs, such as the one by Manset and Semmel (1997). Their data 
revealed that inclusion is “not superior to more traditional special education services” (p. 
178). The Manset and Semmel study, however, was conducted on preschool children and 
the later study by Mills, Cole, Jenkins, and Dale (1998) indicated higher performing 
children benefited the most from inclusive practices, while “lower performing children 
benefited more from mainstream or segregated placements” (Lindsay, 2007, pp. 6–7).   
In the first part of the 21st century, research on inclusion encompassed a variety of 
studies that included comparative outcomes, qualitative examinations of the process of 
inclusion in teacher practice, attitudes, and the effectiveness of inclusion in schools 
(Lindsay, 2007). Only 14 of 1,373 studies, however, compared the outcomes of inclusion 
with each other. These studies compared an inclusive setting with a segregated or 
noninclusive educational environment. Much of this research was conducted on children 
under the age of 13 in small sample groups.   
According to Lindsay (2007), the effectiveness of inclusion recurs as a theme in 
the majority of the studies he examined. Specifically related to my research project is the 
study by Wallace, Anderson, Bartholomay, and Hupp (2002), which examined 118 
inclusive classrooms that included students with disabilities in four successful high 
schools across the U.S. that included students with disabilities. Their quantitative 
comparative study considered teachers’ behaviors, student responses, and classroom 
ecology (Wallace et al., 2002). This research is particularly significant because it was one 
of the first studies conducted in an inclusive educational setting at the secondary school 
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level.  
The framework Wallace et al. (2002) created was built by assessing the 
interactions between teachers and students in an inclusive educational setting. For 
students both with and without disabilities, or those with behavioral issues, the academic 
results were positive. Observations by researchers revealed teachers were highly engaged 
with students by interacting with them, and they spent little time disciplining students. 
The data indicated the high level of academic engagement resulted from teachers’ active 
focus on students with disabilities in their classrooms. Data therefore supported the 
hypothesis that active student engagement is necessary for students with disabilities to 
make academic gains. 
Special education students were accepted by their peers and demonstrated a 
higher level of social interaction in inclusion classrooms compared with those students 
who remained in a self-contained classroom the entire school day (Cawley, Hayden, 
Cade, & Baker-Kroczynski, 2002). Science teachers involved in this study noticed that 
students with disabilities received fewer disciplinary referrals in science classes 
compared with their other classes. The researchers based their conclusion on an 
experimental study that provided inner-city science teachers with training to implement 
interventions for those students with learning disabilities or who were severely 
emotionally disturbed (Cawley et al., 2002). 
 Collaboration was key for the researchers as they designed the study in order that 
teachers of science, special education, and other disciplines could work together to 
improve student performance, as well as to enhance training for teaching students with 
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special needs. These interventions stressed making science more interactive and hands-on 
for students. The data also showed that students with disabilities were able to keep up 
with their peers on an academic district exam. Significantly, students with special needs 
had a higher final passing rate than general education students in their main subject area. 
This was attributed to the methods teachers used to average quarterly grades (Cawley et 
al., 2002). 
 Challenges do occur when placing students with disabilities in inclusive settings. 
Hanson et al.’s 2001 longitudinal study of inclusion over a 5-year period exhibited which 
elements influence the placement of a child in an inclusive learning environment. The 
study participants were 25 children with disabilities and their families. The sample 
included children of various ethnicities, “types of disabilities, socio-economic status of 
families, geographic location, types of preschool experiences and school district 
organizational structures” (Hanson et al., 2001, p. 67). Qualitative data were collected 
from semi-structured interviews with the children’s parents. Interviews contained 
questions regarding  
current services being received, the goals and processes employed for selecting 
children’s placement, their family’s hopes and expectations for their children and 
for the future program, and their satisfaction with the process and their children’s 
program. (Hanson et al., 2001, p. 67) 
Open-ended interview queries revealed that the majority of families valued 
inclusion to help their child learn better and at a faster rate compared with children in 
non-inclusive settings. Moreover, descriptions indicated parents believed in the 
importance of their children being included. The parents thought their children needed to 
be exposed to a more realistic environment.  
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 The reasoning behind placement of students in inclusive settings changed during 
the course of Hanson et al.’s (2001) study, motivated by parents’ goals for their children. 
These goals included social reasons for inclusion in their earlier years and academic 
ability in their elementary school. This study provided significant insight about the IEP 
process through detailed interviews with parents. Analysis indicated that special 
education professionals had considerable influence on parents, and it showed that general 
educators should spend more time with children in inclusive settings that emphasized 
academic skills. Parents also served as advocates for their children in order to expand 
their available options. Teachers in this study seemed to coach families in the placement 
of their children. Additionally, the data showed that students’ needs changed over time; 
sometimes the student was placed in a more restrictive environment because of smaller 
class sizes, noise levels, scheduling, and the interference of the classroom environment 
on other students with disabilities.  
 The tendency of general educators not to accept students with disabilities, as well 
as their lack of training to teach such students, was also addressed in Hanson et al.’s 
(2001) study. Parents were worried that their children would be the first students with 
disabilities in inclusive settings. Teachers were concerned about not having enough time 
to spend on other students in the classroom. The researchers came to a conclusion: An 
inclusive setting could place demands on teachers when they try to accommodate 
students with disabilities and those demands varied depending upon the level of disability 
of the child. This study highlighted the problems of meeting the needs of all students in 
an inclusive setting. Students left the inclusive settings during the five-year period 
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because of the tension between the families and the schools about meeting the children’s 
needs with the schools’ available resources.   
 A longitudinal study by Burstein, Sears, Wilcoxen, Cabello, and Spagna (2004) 
showed how one school district made changes to their inclusive practices in general 
education. Researchers examined 25,000 students in two California school districts. Each 
district had a diverse student body in each of nine schools. The participants included 
general and special educators, administrators, and parents of students with disabilities in 
five elementary and one middle school (Burstein et al., 2004). Data collection consisted 
of assembling focus groups, as well as interviewing individuals whose questions 
pertained to the changes regarding inclusion in their school district.  
Analysis revealed that inclusive approaches differed among several schools, 
resulting in a lack of consistency in how services were provided to students with 
disabilities. Whereas some schools included special education students in regular 
classrooms for the entire day, with support personnel on hand assisting teachers, others 
included students for part of the school day and place them in a special class 
accommodating students with disabilities for the remainder of the day. Throughout the 
process, collaboration between teachers, administrators, and parents improved services 
and, in some cases, expanded services to support students with severe disabilities.   
 Both teachers and parents benefited from the new inclusion changes in all schools 
during the 3-year period of the study (Burstein et al., 2004). Advantages of the new 
system included student’s being exposed to “age appropriate curricula and work[ing] 
with and learn[ing] from typical peers” (Burstein et al., 2004, p. 109). Teachers also 
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noted positive changes in students’ behavior because the students with disabilities were 
challenged by their peers and had role models to help guide them. The school’s climate 
changed; students worked in a more collaborative manner to “appreciate differences and 
tak[e] pride in assisting others” (Burstein et al., 2004, p. 110). Parents also noticed that 
because of the collaboration between general educators and special educators, the 
teachers’ attitudes had also changed throughout the process. General educators developed 
skills and expertise in their teaching practices with students with disabilities, and 
“inclusive practices promoted teacher interaction, articulation and collaboration that 
resulted in teachers and students working as an integrated team” (Burstein et al., 2004, p. 
110). 
 Burstein et al. (2004) examined the importance of support given to teachers 
during the inclusive transition, that is, offering professional development opportunities to 
teachers both before and during the transition. Principals indicated that in-service 
trainings were most useful to teachers to help them to adjust to and to acquire specific 
strategies for including students with disabilities. Teachers also reported that having 
support in place from special educators was necessary for the full inclusion model to 
succeed. For example, one teacher stated, “unsupported full inclusion is worse than no 
full inclusion at all” (Burstein et al., 2004, p. 111). Another concern with full inclusion 
was the increase in class size (up to 30 students in some classes) that made it hard for 
teachers to operate. Teachers had more demands placed on them, including the stresses of 
less time and fewer resources, and some questioned whether the level of quality of 
services to students could be sustained.  
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 The connection between the students’ ethnicity and poverty is a complicated 
problem that relates to the provisions of the IDEA. Skiba, Simmons, Poloni-Staudinger, 
Feggins-Azziz, and Chung (2005) studied a Midwestern state school district in order to 
discover any disproportions in race and poverty of students with disabilities. This 
quantitative study used poverty level, district resources, and academic and behavioral 
outcomes as independent variables. The researchers concluded that “relationships among 
poverty, race, achievement, and special education eligibility are complex and often 
counterintuitive” (Skiba et al., 2005, p. 141). The data revealed that while poverty had a 
strong correlation with academic achievement and special education placement, ethnicity 
had almost no correlation to special education placement.  
Self-perceptions of students with learning disabilities reveal feelings of exclusion 
from larger groups, especially when separated from their friends, according to Pavri and 
Monda-Amaya (2000). The researchers based their conclusion on interviews of 20 fourth- 
and fifth-grade students with learning disabilities placed in regular education settings in 
seven elementary schools each in a separate school district. The purpose of this study was 
to determine which school-related experiences students with learning disabilities had with 
loneliness and which strategies they used to cope with these issues. This research was 
based on the premise that students with disabilities have been found more likely to 
experience loneliness and isolation compared with students without disabilities.  
The loneliest times for these students occurred during academic and unstructured 
times before and after school (Pavri & Monda-Amaya, 2000). In order to cope with 
loneliness, students with learning disabilities either engaged in solitary activities or 
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sought out their friends. The study indicated that self-initiated strategies were the most 
helpful, with peer-initiated interventions as secondarily helpful. The researchers 
recognized the limitations of the results, since the study should have included a 
comparison with students without disabilities. Nevertheless, the results were striking 
enough to indicate how important it was that secondary instrumental music teachers be 
aware that students with learning disabilities are at a high risk of being socially excluded 
from group activities. As indicated in this study as a limitation, those individuals may be 
shy and need prodding and encouragement to become more socially engaged. 
Teaching Preparation in Special Education 
Educators are still not adequately trained to teach students with special needs 
(Anderson, 2010). Anderson based this conclusion on a survey of 15,075 undergraduate 
elementary educators from 72 universities across the United States. Data included 
demographic information, questions of knowledge and skills in core education courses, 
and personal views of the participants’ preservice preparation. (A pilot study had helped 
to refine questions and focus data.) 
Results from the data showed that the requirements for degrees and certification 
in teacher training programs vary from state to state (Anderson, 2010). Anderson (2010) 
indicated that some courses in special education did not focus on a teacher’s competence 
and student evaluation that required application of knowledge through teaching 
experiences. Some courses taught at the university level were not dedicated to teaching 
special education requirements; however, special education information was embedded in 
educational courses. Faculty members did not agree that the training they provided was 
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adequate or appropriate for new teachers.  
Students With Learning Disabilities 
Learning how to play a musical instrument may be challenging for students with 
learning disabilities (Hourigan, 2007b). In order to develop and employ appropriate and 
beneficial teaching strategies, secondary instrumental music teachers must be aware of 
the difficulties students with learning disabilities encounter. Understanding the variety of 
learning disabilities and how music teachers employ teaching strategies successfully can 
help determine the best teaching practices. The following information provides a 
foundation for understanding the problems music educators may come across. 
According to the Thirty-Sixth Annual Report to Congress on the Implementation 
of the Individuals with Disabilities and Education Act, learning disabilities are the most 
prevalent type of disability (U.S. Department of Education, 2014). The statistics on 
students with learning disabilities in the United States indicate that the number of 
students has doubled in the last 30 years (Vaughn, Bos, & Schumm, 2013). The numbers 
of school-age children with learning disabilities vary from state to state between 1.5% 
and 5.2% (Vaughn et al., 2013).   
Several factors have been found to increase the numbers of students diagnosed 
with learning disabilities: a growing awareness of learning disabilities, social acceptance, 
identification of students who are failing, social-economic factors, and the increased need 
for literacy as a primary educational goal (Hallahan, 1992; Kavale, Holdnack, & Mostert, 
2005; Vaughn et al., 2013). More boys than girls were identified with learning 
disabilities, with the numbers of boys having increased from two to eight times compared 
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with the number of non-learning disabled male students (Vaughn et al., 2013). Research 
in this area is inconclusive, indicating possible bias toward males being overdiagnosed 
with neurological disorders, as well as strong indicators that girls are underserved and 
underdiagnosed for reading disorders (Liederman, Kantrowit, & Flanner, 2005). In 
contrast, research on dyslexia suggests that the ratio in the 2007 government report is 
disproportionate and that the ratio of boys to girls should be more equal (Fletcher, Lyon, 
Fuchs, & Barnes, 2007; Shaywitz, 2003). 
 Students with learning disabilities need to be accommodated effectively in general 
education because they can go on to develop social and emotional issues when they 
consistently fail in school (Hallahan, Kaufman, & Pullen, 2009). According to Pierson 
(2002), categories of learning disabilities include dyslexia, dyscalculia, and dysgraphia. 
The American Psychiatric Association has changed how dyslexia and dyscalculia are 
labeled however: It now places them under the descriptor “learning disorder” (M. E. B. 
Lewis, Shapiro, & Church, 2013). More important, these learning disorders can coexist 
with other conditions such as attention-deficit/hyperactivity disorder (ADHD, 
McNamara, Vervaeke, & Willoughby, 2008).  
 ADHD afflicts one third of the population of students learning disabilities (M. E. 
B. Lewis et al., 2013), making it one of the most prevalent neurodevelopmental/mental 
health conditions found in school-aged children (Glanzman & Sell, 2013). The 
characteristics of such a student include inattentiveness, distraction, hyperactivity, and 
impulsiveness––all behaviors that can cause lack of functioning well in school 
(Glanzman & Sell, 2013). In addition, approximately 30% of students with ADHD have 
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dyslexia (Fletcher, Shaywitz, & Shaywitz, 1999).  
Other disorders related to ADHD include tic disorders or Tourette syndrome, 
which manifest in about six percent of the population of students with ADHD (Glanzman 
& Sell, 2013). Students with ADHD can have difficulties with social interactions and 
with motor coordination that could impair written work or participation in athletics 
(Marten, Piek, & Hay, 2006), as well as disturb their sleep (Owens, 2005). Impairments 
such as these are categorized as developmental coordination disorders and account for 
50% of the population with ADHD (Cairney, Veldhuizen, & Szatmari, 2010), primarily 
because impairments in visual-spatial organization are associated with impairments in 
cerebellar function (Piek & Dyck, 2004).   
 Other impairments in students with learning disabilities include those in both 
executive function and social cognition. Executive function involves the ability to apply 
problem-solving strategies in a classroom situation (Pennington, 1991). Problems with 
function include “the ability to 1. Inhibit or defer a response; 2. Formulate a sequential, 
strategic plan of action; and 3. Encode relevant information in memory for future use” 
(M. E. B. Lewis et al., 2013, p. 410). Students with learning disabilities may have 
problems with metacognition and therefore may be more inclined to react impulsively to 
problem-solving tasks.  
Difficulties with social cognition may leave students with learning disabilities 
unable to understand their own as well as others’ emotions; this can lead to social 
isolation (Bauminger, Edelsztien, & Morash, 2005; Bauminger & Kimhi-Kind, 2008; M. 
E. B. Lewis et al., 2013). Students with learning disabilities may not have many friends 
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and may have a hard time interacting with teachers and their peers. Even facial 
expressions and body language can confuse to people with learning disabilities; they may 
react inappropriately (Bloom & Heath, 2010; Schneider, 2008). M. E. B. Lewis et al. 
(2013) indicated the difficulty in diagnosing a child with learning disabilities or autism 
spectrum. Possible links in this area could be discovered through additional research. 
Specific Learning Disabilities 
The terminology describing specific learning disorders can vary, but the most 
commonly accepted definitions focus on the most prevalent learning disabilities an 
instrumental music educator might encounter. Dyslexia is a reading disorder and accounts 
for approximately 80% of all learning disabilities (Pierson, 2002). Dyscalculia refers to 
children with problems doing mathematics. Dysgraphia is a writing disorder in which a 
person may have difficulties manipulating the fine motor skills needed to write. Pierson 
elaborates on some characteristics of students with learning disabilities, which may 
include  
attention deficits, hyperactivity, memory deficits, perceptual deficits, cognitive 
deficits, motor coordination difficulties (fine and gross skills are often poor), 
general orientation (may have trouble distinguishing between left and right), 
emotional liability (may cry when laughing is more appropriate), and may be 
immature for their age (p. 15).  
 A smaller class with teachers trained in special education could be beneficial to 
students with dyslexia (Burden & Burdett, 2005). Burden and Burdett (2005) based their 
conclusion on interviews of 50 boys ages 11 through 16 who attended an independent 
special school for students with dyslexia in Great Britain. A motivational analysis of 
students with dyslexia indicated that teachers treated students with dyslexia as well as 
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they treated non-learning disabled students because they had formed personal 
relationships with these students. In a small group, students became depressed and had 
learned self-helplessness (the inability of an individual to respond to help himself or 
herself in a learning situation) that contradicted results of previous research by Humphrey 
(2002).  
 Humphrey’s (2002) study on the self-esteem of students with dyslexia indicated a 
significant lack of empathy in larger settings by other students towards those students 
with learning disabilities, an issue that still needs to be addressed. In such settings, it is 
possible that students with dyslexia do not receive the appropriate accommodations and 
modifications. This quantitative study gathered data from both teachers and students 
about self-concepts and self-esteem. Researchers compared results from students with 
dyslexia in a mainstream setting, a group setting including those with various learning 
disabilities, with a control group of students. Students with dyslexia and other learning 
disabilities showed higher rates of stress, less self-motivation to learn, and an avoidance 
of schoolwork compared with students in the control group. Importantly, the data showed 
significant evidence that students with dyslexia and learning disabilities were excluded 
from social aspects of learning, were less popular than their peers, and were teased and 
bullied compared with students in previous research.  
 Long, MacBlain, and MacBlain (2007) provided the insight that a reflective 
theoretical basis can be used in a case-study approach to understand students with 
learning disabilities. While their study only included one student, it demonstrated how 
using interviews and careful questioning, the student reflected on how he learned. 
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Reflection served as a process that helped researchers understand which problems the 
student with learning disabilities encountered in order to help the researchers develop 
teaching strategies. The researchers used a case-study method to understand how an 
adolescent with dyslexia experienced teacher interventions meant to provide a supportive 
atmosphere. Reflective methods were applied for this student involved in the study; he 
was encouraged to speak about how he was learning throughout the 6-month period and 
about which interventions he thought the most beneficial. The intervention from 
researchers consisted of a teacher-training workshop on dyslexia, as well as a school-
wide implementation of study and examination techniques. Both teachers and the student 
worked on the project together.  
While teachers received specific information on how to assess this student’s work, 
he was given the opportunity to use various methods of accomplishing that work through 
assistive technology in addition to color coding various items, such as books and folders, 
to help him become more organized (Long et al., 2007). After 6 months, the student took 
a second standardized test; the student scored higher after the implementation of the 
interventions and reflective techniques. Data indicated that the strategies that teachers 
used to teach this student were beneficial to all of their students.  
An additional survey was given to students with dyslexia at the school. It 
indicated that these students also have affective needs that must be addressed (Long et al., 
2007). Researchers further noted that such students felt isolated when they had to struggle 
to keep up with their peers as they transitioned from middle to high school. This struggle 
highlighted the necessity for teachers to continually monitor the learning process and 
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provide encouragement and support to students. In conclusion, the results of the data 
showed that the student not only improved because of the implemented instructional 
strategies, but also benefited from social and emotional aspects of being more 
comfortable in the learning environment and feeling supported by parents and teachers.   
As often as any other teacher, music teachers encounter a variety of challenges 
while teaching students with learning disabilities in the classroom (Haaland, 2011). 
Haaland (2011) based this conclusion on a two-part interview guide that helped prompt 
answers from its participants. The qualitative study focused on the lived experiences of 
general middle school teachers who teach students with learning disabilities. Research 
questions focused on how teachers included students with special needs in the classroom 
and which educational courses and in-service opportunities had helped the teachers 
prepare for these experiences. Data from this study were collected through in-depth 
interviews from 20 middle school teachers in a single school district in northern 
California. All of the middle school teachers included in the study were fully credentialed 
and had undergone a screening process for eligibility. The researcher included teachers 
not currently teaching students with special needs. 
Interviews were conducted in the teachers’ schools. Questions included 
demographic information, as well as information that pertained to the lived experiences 
of students with disabilities. Data were then transcribed and analyzed using 
horizontalization, reduction and elimination, clustering and thematisizing, validating, 
textural and structural descriptions, and composite description (Haaland, 2011). One 
challenge that emerged from the data was that of teaching students with learning 
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disabilities alongside students with varying ability levels. Teachers also indicated they 
needed more training in teaching students with learning disabilities. They additionally 
stressed the need for collaboration among special educators and other stakeholders in the 
IEP process and the need to provide a safe learning environment.  
Two themes emerging out of the data in relation to teacher training revealed that 
first, concern that college and university pre-service coursework lacked practical 
experience and second, that professional development opportunities, while helpful, did 
not provide specific strategies for teaching students with learning disabilities (Haaland, 
2011). Descriptions helped the reader understand more vividly the problems associated 
with learning disabilities. For example, one of the participants did not anticipate teaching 
a sixth-grade student who read at a second grade level. Teachers indicated that direct 
instruction was a helpful teaching strategy for students with disabilities. Teachers 
described their experiences with administrators and facilitators of workshops on students 
with disabilities. These descriptions indicated that teachers were handed a list of 
accommodations or modifications for students, but not given instruction on how to carry 
out these accommodations or modifications. 
Music Teacher Preparation in Special Education 
Because teaching students with learning disabilities can be a challenge for 
instrumental music teachers, it is important to examine literature showing how well 
music educators are prepared in special education. Studies on music teacher preparation 
for students with special needs mainly consist of quantitative research employing surveys 
to collect data. The earliest of these studies pertains to how students with special needs 
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are included in music classrooms. An early study by Ansuini (1979) indicated that 68% 
of music teachers surveyed found themselves inadequately prepared to teach students 
with special needs. The purpose of this quantitative study was to identify specific teacher 
competencies that elementary music educators would need in order to include such 
students.  
Research has consistently shown that music teachers require additional training in 
teaching students with learning disabilities. Gilbert and Asmus (1981) conducted a 
nationwide study that surveyed 789 music educators. The quantitative study investigated 
the level of contact that general, instrumental, and vocal elementary and secondary music 
educators had with students with disabilities. The results from the data indicated that 
almost all of the respondents had contact with students with disabilities, but only 23.8% 
of music teachers had the opportunity to participate in the development of the students’ 
IEPs.  
According to elementary and secondary music educators in Iowa and Kansas 
surveyed on the perceived effectiveness of mainstreaming, a lack of adequate preparation 
time and resources made it hard for music teachers to plan lessons and accommodate 
students with learning disabilities (Gfeller, Darrow, & Hedden, 1990). A questionnaire 
explored the music teachers’ preparation to teach students with disabilities, as well as 
how music educators taught students with disabilities in inclusive settings. This 
quantitative study revealed that 84% of teachers received little or no training in 
mainstreaming, while only 13% of the music teachers surveyed had participated in the 
IEP process.  
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The special education experience of the music teacher contributed significantly 
towards the mainstreaming of students with disabilities (Shepard, 1993). Shepard (1993) 
came to this conclusion by studying music teachers’ attitudes toward mainstreaming. The 
researcher then studied the educational background, years of teaching experience, and the 
number of special education classes music teachers in Georgia had taken in their 
undergraduate teacher education programs. The quantitative study employed surveys and 
an attitude scale to help analyze data.  
Data from the study revealed that 74% of music teachers encouraged students 
with disabilities to participate in music programs. Forty-four percent of music educators 
felt that students with disabilities should be evaluated using the same standards as other 
students, while 88% of music teachers agreed that mainstreaming increased the workload 
for teachers and that the sizes of music classes interfered with their ability to include 
special education students. This study further indicated that music educators were not 
supplied with instructional support to help teach students with disabilities. In addition, 
few music teachers were included in a collaborative process in either IEP consultation or 
placement of students with special needs.  
Music teachers not only need preservice coursework at the university level, but 
also require training while teaching in the field as well as additional supports from school 
services and special education coordinators (Heller, 1994). The researcher surveyed 179 
music education faculty members in the Great Lakes region. This quantitative study 
revealed why music educators are inadequately prepared to teach students with special 
needs. Results indicated that only 40.8% of the music programs at the college and 
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university level required course work, and only 15% required field experiences, for 
teaching students with disabilities.  
Collaboration with specialists on a continual basis is essential for music teachers 
to successfully accommodate students with IEPs (Frisque et al., 1994) The researchers 
compared mainstreaming practices from K–12 music education in Arizona with Gfeller et 
al.’s (1990) study of K–12 music educators in Iowa and Kansas. Most respondents to the 
survey taught students with disabilities, but only 50% of teachers said that students with 
disabilities were mainstreamed into music classes. The survey asked about music teacher 
preparation: Results revealed that 40% of the teachers had received no training in 
mainstreaming. More pertinent to this study is the fact that 69% of music teachers 
reported working with students with learning disabilities, while 55% worked with 
emotionally disturbed students (Frisque et al., 1994).  
Because of a lack of training in special education, music teachers may have 
negative attitudes towards teaching students with learning disabilities (Sideridis & 
Chandler, 1995). Sideridis and Chandler (1995) based their conclusions on a survey in 
Kansas that studied elementary music educators’ experiences. Results indicated that these 
teachers taught students with learning disabilities more frequently than students with 
other exceptionalities. Teaching students with emotional and behavioral disorders was a 
close second; almost half of teachers surveyed had taught students with severe disabilities 
or multiple disabilities.  
Only 39% of music teachers had been directly involved in the IEP process of 
students with exceptionalities, and approximately 71% of music educators did not know 
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whether a given student was identified as having a disability, nor had they been made 
aware of which accommodations would be necessary to teach that student (Atterbury, 
1998). Atterbury (1998) based this conclusion on a survey of 111 music teachers in 
Maine in which he utilized both quantitative research methods and a survey instrument 
created by Frisque et al. (1994). Results showed that more than half of music educators 
received assistance from paraprofessionals. Music educators were dissatisfied with the 
services provided by special educators in consultations concerning accommodations and 
modifications (Atterbury, 1998).  
Regardless of the difficulties obtaining services from special educators, teachers 
observed that students with disabilities benefit by learning in inclusive music classes 
(Cooper, 1999). Cooper (1999) based this conclusion on a survey of 233 New Jersey 
music educators who taught students with disabilities. The survey used a Likert-type 
scale based on the attitude or preference of the individual. Respondents ranked their 
answers from strongly agree to strongly disagree. General music educators taught 44.6% 
of students with disabilities. In contrast, instrumental music educators reported that they 
taught a total of 24.9%, while choral educators taught only 7.7%, of students with 
disabilities (Cooper, 1999). The quantitative study also revealed the music teacher’s 
perception that the greatest benefit for students with disabilities was their opportunity to 
socialize with other students. In addition, teacher training data in Cooper’s study 
indicated that only 33.3% of music teachers were prepared to teach students with 
disabilities. The majority of music educators, however, reported that they attended 
workshops in special education in an attempt to make up for the lack of university 
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training. 
Hammel (2001) has also found music teachers not adequately prepared to teach 
students with disabilities. Hammel based his conclusion on a survey of 202 elementary 
music educators, college and university faculty, as well as interviews of elementary 
music teachers, observations of students with special needs in music classrooms, and a 
collection of syllabi from classes on special needs from college and university faculty 
members. This ethnographic study indicated that fewer than half of the music teachers 
had completed an average of five hours of preservice training in serving students with 
disabilities. The interviews revealed how competent elementary teachers were to teach 
students with disabilities and which adaptations and strategies they employed.  
Wilson’s (1996) research confirms that educators who thought of themselves as 
inadequate in teaching special learners became frustrated about teaching those students 
(Hammel, 1999, 2001). Data indicated that music teachers were concerned about 
managing classroom behavior of special leaners and often felt they were not in control of 
their classrooms (Hammel, 2001). Hammel’s 2001 research goes further; it indicates that 
music educators felt they needed more coursework  
regarding the inclusion of special leaners in the music classroom. These teachers 
recommended that college and university faculty create courses that were ‘more 
real life and less ideal or perfect’ and included methods and materials for 
adaptation in the music classroom. (p. 113)   
Students with special needs are actively engaged in musical activities, but at a 
slightly lower level than their regular peers, according to Linsenmeier (2004). This Ohio 
study surveyed music teachers about their teacher training, then compared data with 
various levels of involvement of students with special needs in band and orchestra 
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classes. Fewer than half of the 19 instrumental music educators had taken a college-level 
course on teaching students with disabilities. Results indicated that 5.86% of students in 
band and 8.44% of students in chorus were special education students.  
The second part of the study focused on teacher training and used purposeful 
sampling techniques in order to collect data by interviewing teachers by telephone. This 
data revealed the number of course hours in special-needs classes the teachers had been 
exposed to in their undergraduate studies, as well as which in-service workshops they had 
taken (Linsenmeier, 2004). Data from the survey also revealed that special education 
teachers were the primary source of information for band and chorus directors. The 
results of the data conclusively revealed a serious lack in education training focusing on 
strategies and practical learning experiences for secondary music educators.   
Learning disabilities are the most prevalent disability in instrumental music 
programs (Shelfo, 2007). Shelfo (2007) based this conclusion on a survey studying the 
state of inclusion of 214 instrumental music teachers’ classes in Maryland. The data 
indicated that 75% of teachers trained in the five years prior to the study had received 
pre-service training for students with disabilities through psychology classes or classes 
that dealt with the development of children, yet only 25% of veteran teachers (those with 
25 or more years of teaching experience) had such training in their undergraduate studies. 
Quantitative data also revealed that speech and language impairments were the second 
most prevalent disability among students. Those suffering from mental retardation and 
autism are usually taught in segregated settings in the state of Maryland. While 47.2% of 
the instrumental teachers did not teach students with mental retardation, more than 50% 
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of instrumental music educators had worked with students with autism.  
Instrumental music educators were expected to include students with special 
needs in their programs. Teachers reported inadequate preparation time and few resources 
to accommodate students. While respondents to the survey considered collaboration 
among instrumental music educators and special education specialists adequate, 
instrumental music teachers nevertheless felt that students with special needs often 
delayed the progress of the music class and thought that those students could be better 
served in another learning environment (Shelfo, 2007). These results revealed the many 
difficulties in implementing inclusion in an instrumental music class. As in previous 
studies, instrumental music educators reported that problems stemmed from a lack of 
planning time and from their being excluded from the placement of students in the music 
classroom, as well as from their lack of involvement in the IEP process. 
Recent research suggests that colleges and universities are improving their 
preparation of teachers to teach students with disabilities; however, music teachers still 
need more training while teaching in the field (Hahn, 2010). Hahn (2010) surveyed music 
educators about their inclusive practices and preparation to teach students with 
disabilities. This quantitative study revealed that music educators did not have many 
opportunities to learn about teaching students with special needs in their undergraduate 
programs and that coursework and workshops contained few instructional techniques. 
The coursework for both undergraduates and graduates included little or no classroom 
experiences with students with disabilities. Results showed that coaching and feedback in 
hands-on teaching situations occurred in workshops for only 25% of the 363 
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Pennsylvania music educators involved in the study.   
According to Hahn (2010), preservice training courses have been implemented 
more consistently in recent years either by including a course about students with 
disabilities or by providing in-service workshops. Hahn’s research also highlighted that 
subsequent to the enactment of the 1997 Individuals with Disabilities Education Act more 
“undergraduate courses have been taught relevant to students with disabilities, while 
more experienced” (p. 51) music educators have never had any courses on the topic. 
Universities have recently attempted to highlight aspects of special education in the 
teacher education curriculum. In addition, despite music teacher education inadequacies 
with regard to special education, some music teachers were seeking professional 
development on their own, while others may be required to take training as a part of state 
recertification processes and in school-wide collaborative initiatives for special 
education. 
Orchestras have a considerably larger population of students with special needs 
compared with band and other instrumental ensembles (Hoffman, 2011). Significantly, 
fewer students with special needs had participated in high school instrumental ensembles 
compared with middle or elementary school instrumental ensembles in the study. 
Hoffman’s (2011) conclusions were based on a survey of 600 K–12 instrumental music 
educators in Idaho, Mississippi, Nebraska, Nevada, New Mexico, and Rhode Island. 
More than 40% of music educators did not have any undergraduate or graduate courses in 
special education. Unsurprisingly, as the population of students in a school increased, so 
did the number of students in an instrumental musical ensemble.  
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The aspects that hindered a student’s performance were due primarily to school 
scheduling and the lack of information provided by the school on the students with 
special needs. Comparing his study with Atterbury’s (1986) and Gilbert and Asmus’s 
(1981) studies, Hoffman (2011) noted that the lack of planning time and administrative 
support was not a concern to instrumental music educators. Hoffman’s research also 
indicated that sight-reading, the ability to read rhythms, and memorizing music were the 
three skills that instrumental music educators found most challenging for students with 
special needs. The students were, however, successful performing in public with their 
peers, in physical movement, and in exhibiting appropriate classroom behavior. The 
research also showed that the responses in the area of public performance were 
inconsistent with other items on the survey, which indicated that student performance 
expectations were “the most inhibitive aspects of including students with special needs in 
instrumental music” (Hoffman, 2011, p. 127). 
Music Education and Inclusion 
Research studies on inclusion in music education are rarely published and have 
been conducted primarily with children with autism spectrum disorder (23%), intellectual 
disabilities (12%), developmental disabilities (7%), sensory impairments (14%), and 
hearing and vision impairments (7%; Brown & Jellison, 2012). Brown and Jellison 
(2012) explored such special education research studies in music education as a part of a 
review of studies published from 1999 through 2009. They discovered that the majority 
of research used experimental methods, while only 29% used descriptive methodologies 
(13 out of 45 studies; Brown & Jellison, 2012). The topics in these 13 studies 
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encompassed “music abilities, preferences and/or experiences of children with specific 
disabilities, or compared music behaviors with those of children without disabilities” 
(Brown & Jellison, 2012, p. 351). The review also indicated that categories of studies 
focused more on social behaviors of students than on teaching or learning music. 
Regarding the effectiveness of the interventions, most experimental studies’ results were 
mixed.  
Only a small number of studies in music education exist on students with learning 
disabilities (Brown & Jellison, 2012). Research studies from the past 20 years that focus 
on inclusion in music classes were conducted by just eight authors and published only in 
music therapy journals (Brown & Jellison, 2012). An earlier review of literature by 
Jellison (2000) that encompassed 25 years of research, from 1975 to 1999, found only 12 
research articles studied inclusion in school settings. “Only three articles have been 
published in the Journal of Research in Music Education across ten years; two of these 
studies were conducted in regular music classrooms” (Brown & Jellison, 2012, p. 357). 
The review only used the 45 articles that fit the criteria of researchers in studying 
participants with disabilities, along with special education policies, practices, and 
inclusion. The researchers averaged the number to 4.5 studies published each year.  
Studies focusing on learning disabilities are underrepresented and account for 
only 4% of the studies in Brown and Jellison’s (2012) review, despite a high prevalence 
of students with learning disabilities in the general education population. Studies need to 
be conducted on autistic students in “inclusive music classrooms and using music 
interventions for social skill development” (Brown & Jellison, 2012, p. 359). The 
  
45 
researchers determined that “music educators who regularly work with children with 
learning disabilities, and with music therapists as consultants, would benefit greatly from 
increased music research with this high incidence population” (Brown & Jellison, 2012, 
p. 355). This is because many graduate students in the fields of music education and 
music therapy have not been inspired by their university coursework (Brown & Jellison, 
2012, p. 357). This lack of inspiration concerns us because many practitioners in the 
fields of music therapy and music education would benefit from the results of such 
studies to realize “effective interventions to reach musical and nonmusical goals” (Brown 
& Jellison, 2012, p. 358).  
Shehan’s (1977) research on mainstreaming students with disabilities is the 
earliest such study conducted in music education. The purpose of Shehan’s study was to 
survey Ohio music supervisors to discern how many students with disabilities were being 
included in music classes. The data indicated that 79% of the school districts were 
mainstreaming students with exceptionalities into the regular classroom. Students with 
learning disabilities constituted 21.8% of regular classrooms. Yet in music education 
Shehan’s data indicated that music instruction was given to students with disabilities––
usually those students with severe disabilities––in separate classes. This study also 
showed that music teachers did not have proper training to work with students with 
exceptionalities.  
Setting high expectations for band students with disabilities in an inclusive setting 
could bring them up to the performance level of their peers (Tooker, 1995). Such a case 
study with learning disabled and emotionally disturbed students took place in a New 
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York City public high school. Tooker (1995) employed four different teaching strategies 
with the special learners, and made video recordings in order to collect data from 15 
weeks of band classes. Four music educators and four special educators watched the 
classes and gave feedback to the instructors about techniques that could be used. 
Interviews were then conducted with a variety of administrators at the school and district 
levels. Results indicated that modifications may need to be made in how band teachers 
teach note-reading skills and that a slower pace of instruction may be necessary to 
facilitate the needs of special learners. Students behaved more appropriately when they 
received intense direct instruction from their teachers, which in turn caused students to 
stay more on-task and achieve positive results at a higher rate.  
One of the more recent research studies on inclusion by Scott, Jellison, Chappell, 
and Standridge (2007) used interviews to collect data from 43 elementary, band, and 
orchestra teachers. Previously, inclusion research had only been conducted in certain 
states and had used surveys as a primary method of data collection, as was true in the 
cases of Atterbury (1986; Florida); Darrow (1999; Kansas); Frisque et al. (1994; 
Arizona); Gfeller et al. (1990; Iowa and Kansas); Jellison (1992; Texas); Sideridis & 
Chandler (1995; Kansas); and White (1981/1982; North Carolina). In contrast, Scott et al. 
focused on a collaborative approach using various interviewers and participants who 
came from large school districts in several states and had experience teaching in inclusive 
settings. Data indicated that elementary school music teachers were given appropriate 
information. Only 63% of orchestra and 66% of band teachers, however, received such 
information (Scott et al., 2007). Although the elementary music educators had gotten 
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more of the information about the students with disabilities in their classrooms, only 38% 
of the teachers had attended an IEP meeting compared with 87% of orchestra and 58% of 
band teachers.  
According to Scott et al. (2007), collaboration is a key aspect of the IEP process 
because knowledge is shared among music teachers, music therapists, paraprofessionals, 
special education professionals, administrators, and parents. The data in the study 
confirmed that elementary music educators may not have had confidence in their 
knowledge of students with disabilities and therefore may have been reluctant to 
participate in these formal activities. Data also showed that music teachers received some 
type of support from and collaboration with paraprofessionals, which correlates to 
Atturbury’s 1998 study in music teacher preparation. A similar study by Darrow (1999, p. 
263), however, suggested that paraprofessionals were more of an interference than a help; 
Darrow’s 1999 study revealed that paraprofessionals “did not know how to help” (p. 50) 
music educators.   
A large percentage of music teachers felt positively about the idea of inclusion for 
themselves, as well as for students with and without disabilities (Scott et al., 2007). The 
report indicated that orchestra teachers in secondary education did not teach as many 
students with disabilities as did band directors. The study, however, did indicate whether 
band and orchestra class were of equal size. The researchers felt that the number of 
outside activities might influence the increased level of involvement and positive 
interaction for students with disabilities. For example, band class may require more 
frequent outside school activities, such as rehearsals and performances, compared with an 
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orchestra class that may require fewer outside activities. Interviews of music educators 
revealed that peer interactions were positive between students with and without 
disabilities. Many research studies in special education, as well as those by Jellison, 
Brooks, and Huck (1984), indicated that the proximity of nondisabled students to those 
with disabilities in addition to the help and assistance peers afforded special education 
students yielded positive results. This natural occurrence of student peer interactions and 
support was confirmed by research in inclusive settings in special education from several 
studies (Gilberts, Agran, Hughes, & Wehmeyer, 2001; Jellison 2002; Jellison et al., 1984; 
Madsen, Smith, & Feeman, 1988).   
Music Education and Dyslexia 
Dyslexia has received little attention by music education researchers, but general 
research has explored the visual and processing difficulties in students with dyslexia that 
all music educators should understand. According to Foreguard et al. (2008), only three 
research studies indicate that children with dyslexia are impaired in rhythm perception 
(Atterbury, 1985; Overy, 2003; Wolff, 2002), and one study found that children were 
pitch impaired (Atterbury, 1985). These results confirmed prior research that students 
with dyslexia have deficits in both areas. Furthermore, dyslexia might present a more 
global impairment than was previously thought, and researchers have suggested 
interventions that target auditory processing of pitch and rhythm auditory processing 
(Foreguard et al., 2008).   
Beyond pitch and rhythm perception issues, students with dyslexia, according to 
G. Reid (2009), have additional difficulties while learning music. Learning music 
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notation can be similar to learning a new language because students have to recognize 
and execute subtle differences in notation. Note reading, visual focus, and memory 
requirements can overburden the student’s visual information processing system 
(Ditchfield, 2001a). Unstable vision is a problem for students with dyslexia, and other 
problems occur with visual instability (Eden et al., 1996; Everatt, 2002; Mailey, 2001; 
Stein, Talcott & Witton, 2001). A student trying to read music may therefore have trouble 
if the staff lines are positioned close together and may also experience visual blurs, 
leading to missed notes or rhythms, as well as suffer eye-tracking difficulties and visual 
distortion (G. Reid, 2009).   
Students with dyslexia attempting to learn music also face a range of processing 
difficulties. Ditchfield (2001a) pointed out that complexities that create difficulties for 
such students include converting reading music on a vertical plane to performing it on a 
horizontal plane, such as on a piano. Ditchfield (2001b) included a longitudinal study of a 
student with dyslexia taking private music lessons from age 7 to 14. The data came from 
observations of the student and teacher, and it showed the common problems that occur 
in a student with dyslexia, which included anxiety, problems learning rhythms, reading, 
hearing music, the inability to solve musical problems while playing (easily confused by 
too many changes in activities), delayed relay of information from one concept to 
another, boredom, and difficulty maintaining attention during a lesson. The study also 
gave insight into extracurricular private music lessons rarely documented in research in 
music education. Problems in the first year included trouble with concentration, visual 
issues, feelings of frustration at being overwhelmed by the material, an inability to build 
  
50 
on prior knowledge, an inability to use strategies, and memory issues (Ditchfield, 2001b). 
Particularly problematic were short-term memory issues in sight-reading (including how 
to read music), analysis, and reinterpreting the music in order to perform it on an 
instrument (G. Reid, 2009). Not only the speed at which a student must perform these 
processes, but the requirement to do them simultaneously with an ensemble, can be 
challenging to a dyslexic student.   
Coordination difficulties can also overlap between dyslexia and dyspraxia (Peer, 
2001; Portwood, 2000). Eye-hand coordination and motor skills can be a problem in 
addition to processing difficulties (Dore & Rutherford, 2001; Fawcett & Nicolson, 2001) 
such as those mentioned above. Therefore, students with learning disabilities may have 
problems manipulating musical instruments in order to play them correctly. Researchers 
employ strategies to help people with dyslexia read music by enlarging the music, using 
colored paper or tinted staves, and employing computer-assisted technology (Ditchfield, 
2001a; Ditchfield, 2001b; Hubicki & Miles, 1991).   
In secondary music education, students with dyslexia may be struggling with 
other issues besides reading music and playing their instrument; they may also be 
presented with a mature paper-pencil approach to learning subjects such as music theory 
and appreciation sometimes infused into secondary instrumental music classrooms. 
Students with dyslexia could also have problems taking a written music examination 
because of weak organizational skills, poor processing skills, a lack of strategies to figure 
out answers, memory issues, as well as problems with physically writing music notation 
(if they have dyspraxia; Ditchfield, 2008).   
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Ditchfield (2008) included a number of case studies to illustrate issues dyslexic 
musicians may face at the secondary level. One such case was of an exceptionally 
talented, well respected French horn player and teacher. Regardless of his talent and 
success, he experienced a large amount of frustration because of his dyslexia, including 
writing illegibly. He needed a great deal of moral support from peers to build his self-
esteem. Ditchfield’s (2008) research indicated that students with dyslexia have to work 
harder than their peers to keep up with them, while teachers must work to foster self-
esteem and self-confidence in these students.   
Students with dyslexia need extra time for processing information (Ditchfield, 
2008). Therefore, when a teacher gives a lecture, the information should be provided at a 
slower pace or in segments so that the student can better understand it. Extra time should 
be given to students to turn in assignments such as tests or written classwork, since 
research indicates that a considerable amount of pressure on students with dyslexia adds 
to stress (Miles & Varma, 2005; Peer, 2003). Assistive technology such as computers 
with music programs for music theory and history, as well as CDs, audio files, music 
books, and other supplemental materials, can also greatly help a student with dyslexia 
(Ditchfield, 2008).    
According to Nelson and Hourigan (2015), students with dyslexia can learn music 
despite the many challenges they encounter. Research questions in this recent study 
focused on collecting data from the perceptions of five professional musicians with 
dyslexia. Nelson and Hourigan interviewed participants on “their perceived abilities and 
challenges” (p. 2), about strategies they used to learn music, and about which strategies 
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the musicians would recommend to parents and music educators to help dyslexic 
students. Their conclusions indicated that music provided a support system to build self-
esteem. When the participants learned how to play their instruments, they found the 
following techniques the most helpful: “multisensory learning, small group and private 
instruction, using technology, isolating musical components, and learning and performing 
jazz improvisation and popular music” (Nelson & Hourigan, 2015, p. 5). Participants 
indicated that parents should try to find private teachers who understand how to teach 
students with dyslexia. Parents should also disclose to music teachers the fact that their 
children are dyslexic, as well as provide support groups, mentors, and role models to help 
their children become successful musicians.  
Universal Design for Learning  
 In an effort to determine the effectiveness of Universal Design for Learning 
(UDL) as a conceptual framework for classroom interventions, Kortering, McClannon 
and Braziel (2008) examined individual student interventions that high school teachers 
had made using the principles of UDL. This study employed mixed methods and a survey 
to collect data from 290 students and 22 teachers in two North Carolina high schools. 
Participants were biology and algebra teachers who taught in 90-minute blocks. Training 
for those participants included 10 days on the principles and implementation of UDL, 
including how to manipulate technology equipment in order to introduce the instructional 
interventions. Participants subsequently employed 24 interventions in 24 class sessions.  
Data from surveys of perceptions of both regular and special education students 
revealed that students preferred interventions using UDL compared with academic 
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classes not incorporating UDL interventions. Students requested more of this type of 
instruction. In addition, Kortering et al. (2008) noted that interventions using UDL helped 
students retain information useful for assessments, as well as motivated them to learn. 
 Utilizing elements of UDL has been found to enhance and improve learning for 
students with severe reading difficulties (Marino, 2009). Marino examined how UDL 
could provide a framework for incorporating technology to help middle school students 
with reading difficulties learn in their science classes. This quantitative study employed 
pretest and posttest assessments of 1,153 middle school students in inclusive science 
learning classes in the northeast. The Alien Rescue curriculum, “a technology-based 
astronomy curriculum that includes critical components of the UDL framework” (p. 92), 
was used throughout the study. This 4-week study grouped students into reading ability 
levels and tested them using standardized assessments. Results from the data indicated 
that students with reading difficulties benefited from using cognitive tools embedded in 
the technology-based curriculum.  
 Using technology aligned with UDL provides students flexible and adaptable 
learning experiences (Basham, Meyer, & Perry, 2010). This technology helped middle 
and high school students learn. In this qualitative case study, 35 students, some with 
learning disabilities, manipulated multimedia technology in three consecutive design 
cycles that provided a scaffolding of instruction. The researchers designed lessons that 
corresponded to the UDL principles. Technology served as a tool to help students.  
 Older students typically benefit from instructional and curricular approaches 
aligned with elements of UDL, primarily because UDL provides a variety of instructional 
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strategies for teachers, as well as a variety of approaches to topics and subjects that allow 
students more opportunities for success (Abel, Jung, & Taylor, 2011). Abel et al.’s 2011 
student survey examined 867 students in grades 5 through 12 for one school year and 
asked about their perceptions of instructional practices and classrooms that employed 
UDL. Researchers demonstrated that principles of UDL could be incorporated into the 
curriculum, and they included instructional examples. The survey helped capture how the 
elements of UDL transformed the classroom environment. 
Students also showed significant growth on assessments and standardized tests 
when the Universal Design for Learning was used as a framework for providing 
multimedia-based instruction to deliver vocabulary instruction (Kennedy, Thomas, 
Meyer, Alves, & Lloyd, 2013). Kennedy et al. (2013) based their conclusion on a 
quantitative experimental study that employed a multimedia-based instructional tool 
called Content Acquisition Podcasts to deliver social studies vocabulary instruction to 
109 urban high school students both with and without disabilities. During an 8-week 
period students were given sequential world history units using various methods of 
instruction. To acquire data the researchers gave weekly curriculum-based measurement 
vocabulary assessments, in addition to two corresponding posttests.  
Phenomenology Research in Music Education 
 Jellison and Flowers (1991) conducted one of the first studies that employed 
phenomenology in music education. This study interviewed 282 children––both disabled 
and nondisabled––about music. The interviewers collected data through a structured 
assessment interview procedure. This type of interview protocol was justified by the need 
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to compare data between the two groups. Specific questions were posed in the study and 
interviewers were told neither to give any suggestions about nor descriptions of the 
answers. The researchers then compared the answers of the disabled students with those 
of nondisabled students. Observations also helped them compare the musical skills of the 
students in both groups. Ideally, the results could help music teachers better understand 
students with disabilities in order to improve music curricula, classroom instruction, 
activities, and routines, as well as social behaviors of disabled students. 
The challenges that undergraduate music educators encounter while teaching 
students with disabilities relate directly to the ability of student teachers to be able to 
carry out teaching strategies themselves (Hourigan, 2007b). Hourigan (2007a) utilized 
phenomenology to understand how instrumental music teachers solved problems through 
a process of reflection. The purpose of this study was to understand how preservice 
instrumental music educators negotiated music classes that included students with special 
needs. The participants included two preservice music majors, a student with special 
needs, and a parent of a special-needs student. The researcher also participated in the 
study, serving both as an instructor to the teaching participants and as a student.   
Data were then collected in the form of journals from the two teachers. The 
teachers wrote about their experiences in working with a music student with disabilities. 
They included discussions they had had with the student’s parents and other collaborative 
partners such as other teachers and administrators. The student was also asked to keep a 
journal about his time in band class and his work with the instructors (Hourigan, 2007b). 
In addition, the parent was asked to keep a journal about interactions with the music 
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teachers and teachers or professionals from the school district. The researcher included 
the parent’s perspective about how the student negotiated learning music. 
Hourigan (2007a) observed the novice music educators during a semester 
teaching the special-needs student. The researcher subsequently acted as a participant in 
some of the classes by occasionally substituting for the music majors, thus providing an 
in-depth view of the types of problems the student faced. The observers paid special 
attention to the interactions between music teachers and the student. Semistructured 
interviews held at the end of the semester for music majors and at both the beginning and 
end of the project with the band director were derived from the project’s research 
questions, the correspondence with teachers and parents, and the themes related to 
classroom observations.   
The researcher validated for accuracy by triangulating data from the various 
sources, as well as by using member checks, that is, participants reviewed data of the 
interview transcripts. Next, data analysis was reviewed and analyzed using an open-
coded system. Then the researcher used an axial coding process creating subcategories 
that were reexamined to determine the themes’ relationships.   
The findings of Hourigan’s (2007a) study of preservice instrumental music majors 
revealed—through interviews and journaling—both apprehension and anxiety. The 
classroom setting allowed researchers to understand the broader role of the band at the 
special-needs student’s school. The research provided insight into how the music majors 
negotiated their classrooms and which obstacles interfered while teaching the special-
needs student. The researcher’s descriptions allowed readers to picture vividly the 
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classroom and the behavior of the student with special needs. Interestingly, instructors 
collaborated among themselves as the project proceeded, adding to the phenomenological 
approach.  
The lack of institutional support and the specific needs of the student allowed 
readers to understand the challenges the student faced in band class. The researcher found 
emerging helpful themes from the teachers’ implementation of interventions. The study 
described the challenges both the student and the music majors faced during the process, 
as well as the progress of the music majors’ self-confidence in their ability to work with 
students with special needs.   
The music majors employed reflective practices throughout the research project, 
Hourigan (2007a) used journal entries and interviews to capture and explain some of the 
phenomena that occurred during the study. Moreover, the researcher noted that the music 
majors increasingly used reflective practices such as journaling as they progressed. Thus, 
journaling emerged as a way to help the music majors think through problems in the 
classroom and make changes to how they taught the student with special needs.  
Justification for the Study 
 Researching the secondary instrumental music teachers’ lived experiences 
teaching students with learning disabilities has a variety of implications for future 
research in the field of music education. Policies, state and federal laws, and increased 
accountability requirements are forcing music educators to provide accommodations and 
modifications to their instruction. Most secondary music educators may find teaching 
students with learning disabilities problematic either because of inconsistent music 
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teacher training, insufficient training, or a lack of opportunity for training in this area 
while obtaining their teaching degrees. This review of the literature indicates that 
underrepresented areas include research studies on students with learning disabilities in 
inclusive settings, studies of students with autism in inclusive music settings, and 
recognition of the importance of using music as an intervention both to help teach and to 
help students with special needs develop social. Specifically, we find in music education 
a lack of qualitative research that studies instruction and learning in inclusive settings of 
students with special needs. This current study is unique in that it examines how 
secondary instrumental music teachers instruct students with learning disabilities in an 
inclusive learning environment. As a result, it will help to justify the need for continuing 
improvements in music teacher preparation, thus improving curricular design in 
following government mandates, as well as providing good music educators with the 
knowledge and tools they need to become great music educators.   
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CHAPTER 3: RESEARCH DESIGN AND PROCEDURES 
 I used a qualitative phenomenological approach to capture the essence of 
secondary instrumental music teachers’ experiences. Phenomenology is the 
consciousness of a human’s everyday experiences and social interactions (Schram, 2003). 
Researchers have attempted to describe the reality of consciousness by understanding the 
relationships of the phenomena “through thick self-reflection, as well as description of 
events and relationships” (Hourigan & Edgar, 2014, p. 150). Data for this study helps us 
to understand the experiences of teaching students with learning disabilities to capture the 
essence of the phenomena that are experienced by teachers and students (Polit & Beck, 
2008). My goal as a researcher was to understand the essence of how secondary 
instrumental music educators teach students with learning disabilities in their classrooms 
through their interactions and experiences. Both instrumental music teachers and their 
students participated in this study. Students’ responses in interviews; teachers’ responses 
from journals, interviews, and artifacts; and classroom observations helped me to 
triangulate data. These participants brought a unique perspective by providing 
information about how they taught, learned, and interacted with one another. 
Phenomenological Research 
Phenomenological research is derived from science and social sciences and allows 
the researcher to “focus on the experience itself and how experiencing is transformed into 
consciousness” (Merriam, 2009, p. 24). Traditions of phenomenology deal with 
perceptions, and how humans experience phenomena, as well as understand their 
perceptions in order to make meaning (Patton, 2014). The essence of reality is how a 
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human knows or understands their world (Patton, 2014). The goal of a qualitative 
phenomenological study is to portray a rich understanding of peoples’ natural 
engagements with one another, as well as with the environment around them. 
Phenomenology employs varying perspectives in order to interpret the topic. Van Manen 
(2015) explained that phenomenology in education focuses on the “how” and “what” in 
the “nature or essence of the experience of learning” (p. 10). Qualitative research 
employing phenomenology lends to a deeper understanding of the phenomena under 
study.  
I used a phenomenological approach because this study focused on developing 
better instructional practices as well as a deeper understanding of the issues involved in 
teaching secondary instrumental music to students with learning disabilities (Creswell, 
2013). Lived experiences in this study consisted of the teachers’ experiences with 
students. Patton (2014) described bracketing (epoche) as the researcher “refrain[ing] 
from judgment” (p. 484) in order to look at the data without any bias. Therefore, as the 
researcher, I did my best to be objective and detach myself from making assumptions 
about the phenomena in this study (Patton, 2014). 
Retrospection is an additional tool to help understand the essence of the 
phenomena and experiences in order to provide an in-depth view that enlightens the 
interpretation of the subject matter (Van Manen, 2015). The lived experiences of music 
educators teaching students with learning disabilities are phenomena occurring within the 
context of music education (Trochim, Donnely, & Arora, 2015). The rationale for the 
methods used in the study is based on Bruner’s (2002) constructivist use of storytelling to 
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depict the reality of the music teachers’ experiences teaching students with learning 
disabilities.  
Reflective Thinking in Research 
Reflection is an emotional cognitive process that seeks to understand and interpret 
a life experience (Rodgers, 2002). Reflective thinking in research follows six phases in 
which teachers 
• experience teaching these students; 
• interpret their experiences teaching these students; 
• are posed questions related to their experiences teaching students with 
learning disabilities; 
• describe their experiences and their solutions to problems that arose; 
• explain why they made the decisions to solve problems; and 
• describe which teaching strategies, accommodations, or modifications 
were successful in helping them teach these students (Rogers, 2002). 
Thus, reflection is a way for teachers to think about how they practice education; it gives 
them a personal perspective on how they view themselves and their actions.  
Reflection used for this research project allowed teachers to think about their 
experiences and interactions with students with learning disabilities. Teachers reflected 
on how to solve problems in the classroom, as well as how to improve the learning 
structure, sequence, flow, or environment. This tool allowed me to understand the process 
of how teachers teach and what goes into their decision-making.  
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Participants 
Recruitment 
Initially I targeted teachers in schools in South Florida for participation in this 
study, but many of the teachers who responded to the recruitment e-mail either did not 
want to participate or did not teach students with learning disabilities. After obtaining 
permission from the Boston University Institutional Review Board to target teachers in 
schools in the southeastern part of the United States, I was able to obtain more responses 
from teachers both willing to participate in the study and who taught students with 
learning disabilities. Many teachers, however, did not agree to take part in the study, and 
many principals would not agree to have such a study conducted in their school. After I 
was granted permission by four school principals and school districts to conduct the 
study, the teachers themselves were asked to sign consent forms. 
I spoke to each teaching participant about possible student candidates to recruit 
for the study. The teachers then corresponded with their school counselors or 
administrators and parents to identify such students. The school counselors and 
administrators provided the teachers with the necessary information that documented a 
student’s learning disability. The teachers then gave the recruitment letters to students 
along with parental consent forms. In some cases, I contacted parents of students; I 
corresponded with them in person, by e-mail, or on the phone with information about the 
study. At one school, the teacher was unable to obtain permission from parents for the 
student to be interviewed. 
These teachers and parents of the students acted as formal gatekeepers to help 
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recruit student participants with learning disabilities (Seidman, 2013). In some cases, I 
visited them to help the teachers select students for the study. This interaction allowed me 
to build a friendly relationship before the formal interviewing began, which in turn 
helped me gain the participants’ trust in interviews (Seidman, 2013). Assent and consent 
forms were returned to music teachers, or directly e-mailed to me in order to be enrolled 
in the study. 
Sampling 
I used purposeful sampling as a technique to assist in locating teachers who taught 
students with learning disabilities. This type of sampling, as opposed to others, allows the 
researcher to gain in-depth insight about the phenomenon and experiences of teaching 
students with learning disabilities, rather than collect “empirical generalizations from a 
sample to a population” (Patton, 2014, p. 40). Intensity sampling helped me focus on 
obtaining participants who would help describe phenomenon as not unusual or extreme. 
It would consist of cases as close as possible to the perceived norm. This type of 
sampling required me to obtain some prior information about each teacher and student 
with learning disabilities in order to determine their suitability for the study.  
Criteria for Selection 
Teachers were chosen because of their school locations, experiences of teaching 
students with learning disabilities, and their method of engagement with these students. 
The four teachers’ schools were located in various school districts, counties, and in three 
different states. Two schools were public schools in different states, one of them was a 
public performing arts charter school located in Florida and one a K–8 center in 
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Alabama. The other two schools were private and also in two different states. One was a 
private Episcopal religious school in Alabama consisting of grades 6 through 12, the 
other a K–8 private Catholic school in North Carolina. Teaching participants were 
selected based on their level of education in music education, and three of the four 
teaching participants had taken a formal course in special education. The variety of 
instrumental music classes the teachers instructed also provided a variety of pedagogical 
perspectives. The final criterion included the number of years of experience teaching 
students with disabilities. Student participants needed to provide documentation of their 
disabilities and also had to have been enrolled in an instrumental music class. 
Participant Profiles 
The four music educators in this study had varying degrees of experience working 
with students with learning disabilities (see Table 1). The profiles of the participants 
varied in their years of years of experience, job descriptions, and the school’s locations. I 
used their profiles to clarify the stories told throughout this research study, as 
recommended by Seidman (2013).  
Mr. Berres (pseudonyms are used throughout) had 15 years of teaching 
experience; taught sixth through 12th grade orchestra, music theory, and piano classes; 
and had earned a master’s degree. He had no undergraduate or graduate coursework, nor 
had he taken any in-service classes, in teaching students with disabilities. Mr. Philis had 4 
years of teaching experience, taught Kindergarten through fifth grade general music and 
recorder and sixth through eighth grade band classes, had a master’s degree, and had 
taken one undergraduate class and one graduate class that included students with 
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disabilities. He had not been engaged in any in-service activities that included students 
with learning disabilities. Ms. Kefer had 21 years of teaching experience; taught 
Kindergarten through fifth grade general music and sixth through eighth grade chorus, 
band, drama, piano, and guitar classes; had a master’s degree; and had taken one 
undergraduate class and one graduate class that included students with disabilities. She 
had participated in in-service classes designed to enhance language arts and reading 
classes that briefly gave strategies for teaching students with learning disabilities. Mr. 
Battler had 4 years of teaching experience, taught middle and high school band, had a 
master’s degree, and had taken one undergraduate class and one graduate class that 
included students with disabilities. He had not undergone any in-service activity that 
included students with learning disabilities. 
Research Sites 
 The research sites in this study were located in various geographical locations in 
three different states in the southeast of the United States. They consisted of a variety of 
secondary private, public, and charter schools. All of the schools were located in urban 
areas. Mr. Berres taught in a fine arts charter school serving nearly 1,800 students grades 
6 to 12; Mr. Philis taught in a public Kindergarten through eighth grade school with 
approximately 500 students; Ms. Kefer taught in a private Kindergarten through eighth 
grade school serving around 145 students; and Mr. Battler taught in a private 
Kindergarten through 12th grade school with almost 900 students. Each school site 
served a diverse student body that included students with learning disabilities. Most 
schools scheduled music class daily, while some schools alternated a block schedule with 
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music classes ranging from 45 to 90 minutes. Classroom sites were purposely chosen so 
that observations of students with learning disabilities could take place in their natural 
settings.  
 Mr. Berres’s students of mixed abilities were scheduled in their music classes, but 
divided by middle and high school. Classes had approximately 20 to 30 students. Mr. 
Philis’s music students of mixed abilities were scheduled, by both grade levels and 
gender, in classes that consisted of between 15 and 20 students. At the beginning of the 
year, students had been scheduled into larger classes with mixed abilities, genders, and 
grade levels. The principal subsequently changed the schedule in order to reduce 
behavior problems and to lower class sizes. Ms. Kefer’s students were scheduled by 
grade level, students possessed similar music abilities, and class sizes ranged from about 
15 to 20 students. Mr. Battler’s music students were scheduled with similar music 
abilities, middle and high school students were mixed, and class sizes ranged from 20 to 
30 students. All of the schools had dedicated classrooms for music. 
 I selected five secondary instrumental music students to participate in the study. 
Mr. Berres’s participant was Nicholas, a 16-year-old bass player in a high school 
orchestra. Nicholas was diagnosed with ADHD, bipolar disorder, oppositional defiance 
disorder, and was gifted. Although Mr. Philis’s students were not interviewed for this 
study, he did teach students with learning disabilities that he observed in the classroom. 
Ms. Kefer taught two student participants: Anna, a 12-year-old piano and clarinet student, 
and Dylan, an 11-year-old piano and percussion student. Both students attended middle 
school band and piano classes. Anna was diagnosed with a reading learning disability, 
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while Dylan was diagnosed with a nonverbal learning disorder. Dylan’s parent indicated 
that the student would qualify for an Asperger’s Syndrome diagnosis if they lived in 
another state. Mr. Battler taught Anthony, a 13-year-old saxophone student, and Rudy, a 
14-year-old baritone student. Both students attended middle school band and were 
diagnosed with ADHD. 
Procedures 
 I began the study by asking teachers to respond to e-mail journal prompts and 
interview questions in order to reflect on their teaching of students with learning 
disabilities. Data from classroom observations also provided insight into how teachers 
engaged and interacted with such students. Interviews provided students with an 
opportunity to reflect on how they learn and how their teachers teach them. The 
Universal Design for Learning provided a conceptual framework to design reflective 
journal prompts, interview questions, collection of artifacts, and observation protocols. 
Timeline 
This study was conducted over 20 weeks. I gave reflective journal prompts to 
participants on the first week and continued to do so biweekly throughout the time 
period. The first classroom observations occurred in the fourth and fifth weeks of the 
study. The second classroom observations and interviews of participants took place in 
weeks 10 and 12. Teaching participants were interviewed during their planning periods, 
and student participants were interviewed during class time. The study concluded when 
the last participant e-mailed the final journal prompt on week 20. 
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Collection of Artifacts 
Artifacts collected for this study consisted of lesson plans, handouts used in the 
classroom, handouts from special education coordinators and counselors, and course 
syllabi. I collected some of the artifact information using indirect measures. According to 
Trochim, Donnelly, and Arora (2015), indirect measures are an unobtrusive way of 
collecting data that occurs in the natural context of research. The artifacts could include 
information collected without the participants being aware of it (Trochim et al., 2015).  
Data collected from artifacts provided insight into how secondary instrumental 
music educators teach. The syllabi described each instructor’s course and provided 
information on grading policies. Data collected from lesson plans described instructors’ 
teaching on a daily basis and indicated any modifications or accommodations in their 
lesson plans for a class including a student with an Individualized Education Plan. In 
some cases, teachers did not typically use lesson plans; these were created only for my 
observations of their classes. I had a brief conversation about lesson plans with each 
teacher. In most cases the lesson plans aligned with the data I had collected from 
classroom observations. Finally, data collected from special education specialists or 
counselors included valuable information describing the IEP process, as well as 
describing which resources secondary music educators had available to help them teach 
students with disabilities. Other data collection techniques included obtaining information 
through a gatekeeper, as suggested by Phillips (2008), who might provide further 
information to help guide me. 
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Journaling 
Journaling provided an opportunity for music teachers to reflect on their teaching 
and use as a tool to assist and improve their teaching (Hourigan, 2007a). Teachers were 
engaged in biweekly reflective journaling about their teaching experiences with the 
student participants. Reflective thinking as a mode of inquiry was another device to 
reflect upon the teachers’ lived experiences with students. Again, reflection allowed 
participants to describe their reality, and it also allowed me to contextualize their teaching 
and learning (Creswell, 2013). The reflective journaling prompts (see Appendix C) used 
the UDL principles as a guide to gain insight into the use music educators might make of 
these teaching strategies. Journaling prompts, which followed a set protocol, were 
employed for 15 weeks. Prompts were e-mailed to participants and consisted of eight 
reflective questions encouraging the participants to write about their teaching challenges, 
successes, strategies, and accommodations and modifications.  
Observations 
I conducted direct observations of participants to “understand and capture the 
context” (Patton, 2014, p. 262) in which music teachers and students with learning 
disabilities interacted with one another. These observations allowed me to gain first-hand 
knowledge of the setting and to observe the phenomena in the music classroom. Because 
observation protocols were constructed using the principles of UDL as a guide, I looked 
at the instructors’ engagement with music students.   
I conducted observations during week four and weeks eight through 10 of the 
study. In the case of Ms. Kefer, observations took place on several days of various classes 
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and school activities in order to better understand the culture of the school, teacher and 
student interactions, and how and whether the phenomena occurred in different musical 
and educational settings. For example, I observed one of the participants in a band class 
and a piano class, performing at a school function, and during a private piano lesson with 
the teacher. Field notes captured information relevant to the study, such as classroom 
activities and interactions between the music teacher and the student. I recorded 
dialogues to describe these interactions. Reflective notes and demographic information 
helped describe the setting. I transcribed field notes immediately afterwards to help guide 
questions for participant interviews (Wiersma & Jurs, 2008). 
Interviews 
The study employed a combination of an interview guide and open-ended 
interview strategies (Patton, 2014). This type of interviewing allowed for questions that 
explored various topics related to the study’s research inquiries (Patton, 2014). I 
interviewed in a manner, explained by Seidman (2013), as in-depth phenomenological 
interviewing in which the interviews seek to explore and combine life stories with history 
interviewing (Kvale & Brickmann, 2009). In this type of in-depth interviewing 
“participant[s] reconstruct his or her experience within the topic of study” (Seidman, 
2013, p. 14).  
The challenge for the researcher is to capture the human experience in time. This 
study explores the past and present of the phenomena of its topic (Seidman, 2013). I 
further sought to explore various perspectives of the phenomena by interviewing both 
teaching and student participants. Interviewing all of the participants was a way of 
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understanding their perspective (King, 2004). I interviewed participants by encouraging 
them to reconstruct their experiences subjectively. As Van Manen (2015) indicates, such 
a process describes the lived experience because the researcher must focus on the 
exploration and capture of details that provide textual evidence in order to explain the 
“essence of the experiences that are central” to the study (Seidman, 2013, p. 18). Finally, 
constructing meaning from the participants’ experiences is central to the interview 
process. After the set protocol of questions I asked follow-up questions that filled in 
details and also helped respondents expand and elaborate upon their explanations 
(Turner, 2010). As Van Manen asserts, a description of the phenomena within the human 
process should include data mining to determine the meaning of experiences.  
Elements of the Universal Design for Learning helped create the interview 
protocol (see Appendix C) for both teaching and student participants. Since analysis was 
a continual process during the study, I first observed participants in their classrooms to 
see whether teaching participants were providing students with multiple, flexible methods 
of representation, expression, and apprenticeship, as well as options of engagement. I was 
then able to craft specific interview questions to ask each teaching or student participant 
about the relationship between what was observed and how these experiences related to 
the principles of UDL. 
Participants in this study were interviewed after their first classroom observation, 
and in weeks eight through 10 of the study. Each interview ranged between 20 and 30 
minutes. Interview questions followed a set protocol of open-ended questions, but 
allowed for deviation so that I could tailor questions based on phenomena discovered in 
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field notes, classroom observations, documents (e.g., lesson plans, student handouts), 
student interviews, and teacher interviews.  
The first part of the interview was designed to collect demographic data about the 
participant (Patton, 2014). For example, I began each teacher interview by collecting 
basic information about the participant’s education and background teaching students 
with learning disabilities. Interview questions then focused on the study in general and on 
specific terms in order to explore various phenomena that occurred during the study. For 
example, follow-up questions explored the participants’ answers and helped me gain an 
understanding of how a participant dealt with a problem, how they reflected upon their 
experiences in order to reconstruct them, as well as allowed the participant to describe 
them (King, 2004). The focus of the interview helped facilitate analysis of the data, and 
the open-ended nature of the questions allowed for a richer, more detailed and in-depth 
view of each teacher’s experiences and stories (Patton, 2014). 
Interviews employed Seidman’s (2013) “listen more talk less” (p. 81) approach to 
interviewing. This approach to interviewing uses three levels in which the interviewer 
must (a) “listen to what the participant is saying . . . and concentrate on the substance to 
make sure that they [the interviewer] understand it” (Seidman, 2013, p. 81); (b) “listen 
for an ‘inner voice’” (Seidman, 2013, p. 81; described by Steiner, 1978, the inner voice is 
the reflective voice of the participant in speaking to an audience); and (c) “the view of the 
outer voice” (Seidman, 2013, p. 81) that makes the interviewer sensitive to the 
participants’ challenges and struggles by the way in which they tell their story. Seidman’s 
use of a storytelling interviewing technique was also employed to help participants 
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reconstruct their lived experiences. I recorded the interviews to capture conversations, 
stories, and responses to questions, and then I transcribed them. I also took field notes to 
aid in collecting data to describe the expressions of the participants and the setting of the 
interview.  
Analysis 
I continually analyzed the research data throughout the study (Creswell, 2009). 
While on site I gathered data that included interviews, journaling, observations, and the 
collection of artifacts. For example, I collected data simultaneously while asking 
interview questions that related to the culture of that school or music department in order 
to better understand those teachers and students. Memoranda taken of other data could be 
useful in guiding interview questions or helping to clarify the picture of the interviewee 
(Orcher, 2005).  
Identifying a Thematic Framework 
After acquiring the necessary data, I first horizontalized and “spread [it] out for 
examination, with all elements and perspectives having equal weight” (Patton, 2014, p. 
486). I summarized data from each collection method and placed the highlights into the 
categories of the school, teaching participant, and student participant. Data analysis 
methods included an open-coded system to help develop prevailing themes and 
categories. Themes were analyzed and placed into categories of data found from each 
data collection instrument. I then examined categories of data to determine their 
relationship to each of the research questions.  
I employed selective coding to determine both the core categories and which data 
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could validate relationships between the categories. I used data analysis to employ a 
multistep process of bracketing in order to understand the common features of the lived 
experiences of teachers and students (Shosha, 2012). I then reexamined the data from 
each category to ensure the themes and categories actively portrayed each participant’s 
perspective, as well as how or whether it differed from those of the other participants. In 
addition, “repetitive and irrelevant themes [were] eliminated” (Hourigan & Edgar, 2014, 
p. 151). It was important to go through the data to ensure that themes and categories were 
related to the research questions.  
Mapping and Interpretation 
I delimited (i.e., created the structural boundaries of) the data in order to explain 
the phenomena. When I reconstructed the portrayal of phenomena, I used the process of 
associating the noemea and noesis and asked how both are perceived from the insider’s 
and the outsider’s perspective (Patton, 2014). I discovered emerging themes that 
pertained to the research questions and the purpose statement of the study (Orcher, 2005). 
Finally, I created a “structural description” (Patton, 2014, p. 486) of each experience in 
order to write an analysis of the participants’ experiences. 
I consistently used UDL as a conceptual lens throughout analysis of the study and 
then reviewed and crosschecked data related to the principles of UDL. As I conducted 
observations, I took field notes pertaining to the principles of UDL used in observations 
or interviews, then built upon the data by asking follow-up questions pertaining to these 
elements. I horizontalized the data and built emerging themes specifically related to how 
the teachers used UDL, as well as how the students reacted to the use of these principles.  
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Trustworthiness 
Bias in Phenomenology 
The process of epoche helped me determine the prevailing themes in the study 
and begin a reduction process (Merriam, 2009). Epoche is a procedure in which the 
researcher must remove “prejudices and assumptions” (Merriam, 2009, p. 25). This 
process requires the researcher to reflect upon his or her experiences of researching the 
phenomena from a new perspective (Merriam, 2009). The researcher must undertake a 
conscious effort to perceive the data with an open mind.  
I employed reflexivity, which is “the process of reflecting critically on the self as 
a researcher, the ‘human as an instrument’” (Lincoln & Guba, 2000, p. 183), and 
immersed myself in the data collection process in order to facilitate trustworthiness 
(Merriam, 2002). Phenomenological reduction allowed me to describe the textural 
qualities of the phenomena in the form of language and to reflect again on the 
experiences of music teachers and students in order to gain meaning (Merriam, 2009). 
For example, as I began to sort data, I took the opportunity to reflect each participant, 
interview, observation, or journal entry to contextualize the experiences of these 
individuals. Examining and identifying the themes the participant brought up in an 
interview or journal reflection helped me piece together the perspective of each person 
and how the data relate to both one another and to the research questions of this study.  
Validity and Reliability 
The qualitative validity and reliability of this research study stems from its 
consistency in approaching the study in phenomenological inquiry consistent with other 
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researchers in the field (Gibbs, 2007). Procedures were put in place to check transcripts 
for their accuracy, coding was consistent, and triangulation was used to validate the 
trustworthiness of data in the study through various data collecting sources (Creswell, 
2009; Orcher, 2005). The sources used for triangulation consisted of a combination of 
classroom observations, field notes, artifacts, teacher interviews, student interviews, and 
teacher responses to reflective e-mail prompts to validate and cross-examine the study’s 
findings (Patton, 2014). The researcher serving as an instrument for observation is 
consistent with qualitative work in that the researcher examines the phenomena and 
validates the data to describe accurately how the phenomena occur in the study’s context 
(Lincoln & Guba, 2000). Thus, my personal perspective played a role in the findings in 
that I am an expert in the field of secondary instrumental music education and I teach 
students with learning disabilities (Patton, 2014).  
Personal Background (Epoche) 
I have been teaching instrumental and vocal music since 1997 in public, charter, 
and private schools in the southeastern United States. As a researcher who in the past has 
taught music to students of varying abilities and in various settings from as young as age 
3 to adult learners, my lived experiences have helped me put the findings for this study 
into context (Patton, 2014). I currently teach instrumental and vocal students in grades 6 
to 12 in a public charter school. About 20% of the population are served by the special 
needs program at our school. As a secondary instrumental music teacher, I engage in 
professional duties and activities that are part of the requirements of IEPs in consultation 
with our special needs coordinator and parents in order to serve students with disabilities. 
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As an educator in South Florida, I must obey mandates set by the state Board of 
Education to attend in-service education for students with disabilities for certification 
purposes and those set by the local school board, which requires my acknowledgement 
and consideration of student IEPs when planning, teaching, and assessing my music 
students. I am therefore immersed in a teaching setting similar to those described in this 
study—an important element in research, as Patton (2014) explains that self-awareness is 
key to qualitative fieldwork and analysis.  
The epoche process for the researcher has helped me understand my personal 
beliefs about secondary instrumental music education and my teaching students with 
learning disabilities. I also reflected upon my own music education in secondary school, 
as well as that in both undergraduate and graduate school, not only to understand the 
student perspective, but also to survey my teaching perspective and the relationship of 
one to the other. As a secondary instrumental music teacher, I have always been 
concerned about my ability to teach students with special needs. I am concerned also with 
the increasing demands, accountability, and pressures that I undergo as a teacher to 
provide the necessary accommodations to students with learning disabilities. The 
personal successes and struggles of teaching students with learning disabilities are a daily 
reality for me.  
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CHAPTER 4: TEACHER’S AND STUDENT’S REFLECTIONS  
The music teachers in this study reflected upon their experiences through 
interviews and the e-mail prompts. They engaged with students with learning disabilities 
on a daily basis; the majority of the teachers also interacted with the students both before 
and after school, in rehearsals, and during performances. The interpretation of data 
focused on the developing a deeper understanding of teachers’ experiences with students 
as well as the influences on both the teaching and learning experiences. The reflections 
on interactions between teachers and students are presented in a blended approach 
allowing the experiences of each case to provide data in its own setting. Teachers’ 
experiences will include personal interactions with students. Student reflections are 
provided to show their perspective.  
Teaching and learning experiences also include the classroom culture, as well as 
the strategies and techniques that help students respond. Accommodations are 
modifications used to teach students with disabilities at the same level as the other 
students in the classroom (Hammel & Hourigan, 2011). Teachers adapt lessons by using 
instructional aids, strategies, or materials to accommodate a student’s needs (Adamek & 
Darrow, 2010). Adaptations, however, can go beyond curricular goals for students. Music 
teachers in this study used adaptive expertise in various ways to continually modify and 
adjust their teaching practices (Cochran-Smith, Feinman-Nemser, & McIntyre, 2008).  
This chapter presents data regarding teachers’ experiences with students. It 
includes information on accommodations, modifications, and adaptations for students 
with learning disabilities, how students perceive these experiences, as well as data of 
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experiences that align with UDL. The second part of the chapter contains data that relates 
to the influences on teaching and learning. This section consists of information that 
pertains to IEP process, previous teaching experiences with students with specific 
disabilities that inform how teachers teach students with learning disabilities, frustration 
with students who are not diagnosed with learning disabilities, exclusiveness and 
inclusiveness in schools and music classes, and medication used by students. 
Teachers’ Experiences With Students 
 The following section presents background information on each school, its music 
program, and how the teacher interacted and conducted their lessons. It also describes 
how each teacher made accommodations and modifications for students. Following these 
descriptions are student interpretations of their classroom learning experiences. 
Mr. Berres  
Mr. Berres taught at a large public fine arts charter school located in Florida. Its 
music, visual, and performing arts programs––each with its own teachers–– differentiated 
the school when compared with the other schools in this study. The orchestra room was 
small, but adequate for the 25 to 30 students in class. Mr. Berres’s white board showed 
rehearsal and lesson outlines to help organize students, he utilized a strobe tuner 
application on a computer when students were tuning up, and he relied on a computer and 
projector in lectures on music history. Students interacted among themselves and with the 
teacher throughout the class period. Mr. Berres continually interacted with students by 
walking around and giving corrective feedback. Multiple rehearsal and lecture activities 
kept students engaged at all times, and students knew the expectations regarding behavior 
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and content. When students worked in groups during the class, students actively 
collaborated and shared ideas with one another.  
Orchestra classes consisted of students in various high school grade levels, as well 
as differing levels of ability. In this case, beginners were placed in the same class with 
students who had been playing for several years. Mr. Berres accommodated students by 
having them work by themselves while he was instructing a larger group, or he simply 
had them observe and listen to the other students. 
Experiences teaching Nicholas. Mr. Berres stated,  
My understanding and in my observations, I don’t see much of a difference with 
his [Nicholas’s] learning style compared to other regular students. If he needs 
assistance, his principal player assists him in learning different fingerings, shifting 
patterns, and bowing.  
I noticed that Nicholas asked for help from his section leader before asking the teacher. 
This was unusual because otherwise he rarely spoke to his peers and by the end of the 
class had interacted only briefly with his orchestra teacher.  
This was Mr. Berres’s first year at the school, and students were beginning to 
learn his expectations for orchestra class. He described that Nicholas’s considerable 
ability playing the string bass was shown by the fact that he had made All-State 
Orchestra. The indication that this student with learning disabilities was also gifted or 
talented is consistent with research by Vukovic and Siegal (2006) and Lovette and 
Lewandowski (2005). Mr. Berres praised this student for his accomplishments and 
mentioned that Nicholas never complained about the pressures and demands placed on 
him in the class.  
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Behavior. When I asked Mr. Berres whether he noticed any of Nicholas’s mood 
swings in class, he replied, 
The behavior is observable. He does have problems, but he pretty much controls 
himself in class, and he knows he can talk to me anytime he needs to. I leave my 
door wide open for my students to come and talk to me.  
Secondary music teachers often spend many hours working with their students before and 
after school.  
Because Nicholas also had ADHD, I asked whether his medication was working 
and whether Mr. Berres had to accommodate his lack of focus in orchestra class. He 
responded,  
He is taking medication, but I don’t notice. You can see which days he is more 
attentive and which days he wants to act out, and other days where he is sluggish. 
But just like every student, every human being has that, we just learn to express it 
in different ways, and he rarely lets it be seen in class.  
Mr. Berres, however, acknowledged his students’ individual differences and that their 
expressing themselves was typical of their age. Classroom observations showed 
Nicholas’s attention and behavior was similar to other students in the orchestra class. 
When the teacher was asked how he got the student to focus when he got off task, Mr. 
Berres replied that, because Nicholas was always moving his hands in orchestra class and 
was kept intellectually occupied, he did not have a behavior problem in class. This is 
relevant because learning how to play an instrument is interactive and requires a 
considerable amount of hand-eye coordination in order to perform music from the printed 
page and make it come to life. 
Anxiety. In classroom observations, it appeared that Nicholas did not experience 
any anxiety. On the other hand, Nicholas was extremely late to school on the days I 
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visited. Nicholas’s frequent tardiness could indicate some anxiety about attending school. 
Mr. Berres mentioned that Nicholas always had quite a few doctor’s appointments during 
his class and that the tardiness was medically excused.  
 Nicholas suffered a great deal of anxiety at school. Mr. Berres was asked whether 
he noticed his anxiety in class. “I take it as part of him when he is over-active in class. 
You can tell when he is stressed. Yes.” The teacher did not know why the student was 
stressed in school or in his class. Mr. Berres was therefore not entirely aware of the extent 
of Nicholas’s anxiety and emotional behaviors. 
Nicholas reflected on his anxiety about learning and performing. He began by 
speaking of his view of respect, failure, and disappointment in his various musical 
activities. Nicholas described going to All-State and having to audition in front of a panel 
of experts for his chair placement. 
It’s like, okay, go to All-State, have this piece that I know I didn’t practice as 
much as I should’ve but I got it pretty good, but then I realize, oh, crap, there are 
these three judges who have been playing their whole lives, and they are judging 
me right in front of them. As one person, if I mess up in this small room, they can 
hear any mistake, it’s like, “Oh God, I don’t want to fail,” ya know? . . . I don’t 
want to disappoint somebody.  
In the classroom, it’s a lot more forgiving and understanding for me, 
because I know everybody else in there, we all know that if you mess up, and our 
teacher knows that we mess up. You have a lot more of a trust with those people. 
If it comes down to a deadline, I can start stressing out, but then I can slap myself 
in the face and say, “I need to get this done.” So I practice, and practice and 
whatever happens.  
Nicholas was aware of what made him anxious in orchestra class. Classroom 
observations of Nicholas did not reveal his anxiety about working with his peers. During 
the interview, however, Nicholas appeared very nervous; he was moving around a great 
deal and could not keep still. Nicholas was then asked whether his anxiety was something 
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he could control and what he worried about.  
I worry about stuff that I shouldn’t worry about, but usually I realize that I don’t 
need to worry about and then I don’t worry about it. Some of this stuff, “Oh, crap, 
I didn’t practice all of these scales and there’s a test tomorrow.” You know and I 
say, “Oh, crap, oh, crap, oh, crap.”  
Nicholas took mood stabilizers and other medications for ADHD. He told a story about 
being hospitalized for mental illness and revealed that his emotions were uneven before 
he took medication.  
Before I used medications I was diagnosed with manic-depressive disorder. I used 
to stay up for days and be happy and I would go outside. I would play video 
games non-stop and I would be fine with that. Then I would be depressed and I 
would hurt myself and hate everybody for a month or two. That was before I 
learned how to manage stuff.  
Nicholas had been sent to a military-style boot camp that had helped him get control of 
himself. I refocused the interview on what it used to feel like in the music classroom 
without the medications. He mentioned that he would become extremely bored playing 
the same music over and over and would lose interest. He would have trouble 
understanding and making the verbal corrections his teacher gave him about his bass 
playing.  
It was mainly because, when I say that I get something, I feel content with it, I get 
it really well. So my orchestra teacher understood that. She would tell me, “Hey 
play this part right here, from here to here” and I was like, OK, and then I did, and 
then she would tell me, “Hey, you messed up on your bowing.” I would say, “Oh 
darn!”  
Parenthetically, the story Nicholas related here was of a previous orchestra teacher. I 
asked, “Did you know that you did that [messed up on the bowing], or did you go back 
and correct it?” Nicholas replied, “It was something so small that it really didn’t matter. 
Of course, then I’m probably going to get on myself, and it would most probably bug me 
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for the rest of the day.” Nicholas explained that his anxiety bothered him and that he 
would continue to worry about small problems that had occurred in the school day. 
Nicholas’s anxiety could transfer to other classroom and social situations, thus creating 
more stress. Others did not realize his situation. Nicholas elaborated on this part of his 
anxiety.  
I think that some of the main things that I’ve realized is that a lot of bi-polar 
people take things seriously, deeply and personally most of the times, even if it 
isn’t… Like it’s that one note. That one note wasn’t right. That’s going to bug me 
for the rest of the day. I mean, I will fall asleep at night and I’m going to wake up 
and one of the things is that note, ya know, so if there’s this one little thing that 
gets done or doesn’t get done and it affects me, I’m going to remember it.  
Nicholas gave another example of anxiety while practicing and indicated the annoyance 
and anger brought on by that single wrong note: 
If I practice it, without being angry at it, would I remember it as well? Probably 
not, but clouding myself or my train of thought with anger didn’t help, but if I had 
that some sort of motivation added in with it, with that, ya know, I don’t like you, 
so I’m going to get rid of you and make you perfect, or whatever perfect isn’t, ya 
know, it’s that drive for something. It’s rerouting emotions into something 
productive, instead of something destructive.   
Nicholas was incorporating his practice on the string bass as a mechanism to use his 
emotions in a positive way, as partial therapy for his disorder. This was one of the 
strategies Nicholas had learned to help manage his emotions. 
Physical movement, humor, and storytelling. Physical movement, humor, and 
storytelling helped students with learning disabilities recognize the information Mr. 
Berres tried to convey. These aligned with UDL in that the teacher employed such 
methods to present the information and make it meaningful (Rose & Meyer, 2006). Mr. 
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Berres used physical movement to help explain concepts Nicholas did not understand. 
Regarding this, Nicholas stated,  
Like [speaking] Italian, you move your hands, you know. He elaborated things 
with a sense of humor, but also it has an underlying seriousness, which definitely 
helps me because I try not to take things too seriously. I am a very serious person.  
I saw Mr. Berres moving his hands and his body while walking around the room. 
During lectures on music history or when rehearsing his orchestra students, Mr. Berres 
would tell stories or make jokes. When I asked Nicholas whether that made him focus on 
whatever had confused him, he responded that the teacher usually demonstrated what he 
did not understand: “I’m a person that if I see something, I’ll be able to do it. If I forget 
something like fingering or placement, he goes over and says, ‘well you know’ and gets 
my attention and shows it to me.”  
Challenging students with ADHD. UDL provides strategies for effective 
teaching by challenging students in class (Jellison, 2012). Nicholas’s interview revealed 
his view of his disabilities in the context of his education. He explained that in such a 
situation “normalcy, the act of being aware of everything being the same, too normal” did 
not help challenge him or make him learn. He discussed his need for structure: “Structure 
is good for a student like me, even if it is chaotic structure. But there is a flaw in 
structure. The teacher needs to take those lessons or ideas and change them to make them 
different.” Nicholas explained his view of education: 
Life is too boring and repetitive, like learning in school. Teachers have to take 
something that is old and do something with it to spark creativity and change it. 
It’s like learning a piece of music. That piece of music is my life and what is 
going on in it.  
Nicholas shines light on the fact that if teachers do not teach with elements of UDL in 
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mind—those elements that challenge and motivate students—they could potentially 
encounter problems engaging with students with learning disabilities.   
Social interaction of students with learning disabilities. Mr. Berres stated, 
“Through my observations with my learning disabled students, I find that they have no 
problem with social interaction and work to challenge themselves just like the other 
students.” The other teachers agreed. Mr. Berres was aware that his students with 
learning disabilities were engaged socially, and he described them as working hard to 
overcome their disabilities to achieve the same level as the other students. Mr. Berres 
suggested that music classes present an opportunity for students with learning disabilities 
to be challenged by their peers, a benefit of an inclusive setting.   
In this study students differed in their degree of socialization and work with peers. 
Mr. Berres described his experiences with students with learning disabilities not included 
in the study: 
Working with students with learning disabilities is an opportunity for students to 
learn from one another. In my experience, the students with learning disabilities 
have a mixed company of friends.… In one class, student A does not speak, but 
plays the violin wonderfully. Student A only has the ability to communicate with 
the teacher and will not speak with anyone around them.… Student B is a high-
school student that works well with their companions and group members. 
However, [he] will not ask the teacher for assistance. I have found that students in 
the higher grade levels tend to ask friends before they ask a teacher for assistance.  
Mr. Philis  
Mr. Philis taught in a medium-sized, Kindergarten through eighth grade public 
school in Alabama. The school had a large band facility with multiple storage rooms 
adjacent to the main room. At the front of this room was an active board Mr. Philis used 
in several lessons to drill music theory and fingerings, listen to music, and act as a visual 
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aid. Colorful posters of fingering charts, rudiments charts, and inspirational and 
character-building quotations were prominently displayed on the walls. Classes consisted 
of 15 to 20 students at the same grade level and of the same gender (boys were separated 
from girls), but with varying abilities as musicians. Mr. Philis took full advantage of his 
huge teaching space, engaging students in large rehearsal settings, as well as in smaller 
groups arranged by section. Students worked frequently in smaller groups, and the 
teacher interacted with students before, during, and after class. 
Mr. Philis did not teach any students involved in this study, but he talked about 
his students with ADHD. Mr. Philis was diagnosed with ADHD and used his personal 
experiences with his learning disability to inform his teaching of students with ADHD 
and other learning disabilities. Asked how he knew these students were not paying 
attention in class, he replied,  
It is usually really obvious. I can see them pulling away from the instrument, 
talking to their neighbors. I can see them zoning out and focusing on other things 
around the room. Or my favorite thing is because both of my students with 
ADHD are drummers, is they just walk around the room like it’s the mall.  
This observation indicated that the percussion students may not have had enough 
engagement and may have become easily bored in class.  
In my observations of Mr. Philis’s classroom, the two percussion students he 
mentioned did pace and walk around the room quite frequently. Mr. Philis continually 
had to keep these students on task. When asked how he refocused the students with 
ADHD, he responded, “Usually, I try to get personal and call their names. I try to redirect 
them as much as possible until the student gets belligerent with me and then at that point 
I follow discipline protocol.” Classroom observations of Mr. Philis showed him calling 
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out to each student by name to refocus them. Mr. Philis could also be seen in class, as 
well as before and after class, pulling students aside to speak about their behaviors or 
how they could improve in his class. 
 Mr. Philis shared his experiences with students with ADHD; he believed that 
structure was important in the classroom and beneficial for students with ADHD. He 
admitted that these students had behavioral problems and were sometimes hard to 
control. In my classroom observations, these students behaved just as Mr. Philis had 
described. Their behavior caused him significant frustration while teaching his band 
class.  
 How well did these two students learn compared with their peers?  
Well, from what I’ve noticed, and again I can speak from personal experiences, 
when the focus is not there, there are information gaps and the information gaps 
tend to come at certain points in the day. You can kind of follow the trend in a 
class period when they start to fade and depending on the severity of their 
disability, it can be every five minutes, it can be every three minutes, it can be 
every 30 seconds that they will be able to keep their attention. They tend to forget 
information or half hear and half learn it. You know it’s never a complete picture. 
They also know a very chaotic situation when it occurs and take full advantage of 
it.  
Teacher interaction and modeling. Mr. Philis taught students with learning 
disabilities musical rhythms one measure at a time by using technology such as an active 
board and its software. He also adapted the lesson by getting his students involved on an 
individual basis, by going to them and pointing out rhythms as they were playing. Mr. 
Philis admitted that while  
playing along with the students was initially helpful, there was no long-term 
retention. I believe that I simply needed to spend more one-on-one time with my 
special-needs students on a regular basis, emphasizing the basics of music 
reading.  
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During classroom observations, I noted that Mr. Philis played a trumpet, tuba, 
flute, or drum sticks with students to demonstrate a problematic rhythm or melody. The 
teaching strategy of modeling aligns with UDL in that the student becomes an apprentice 
of the teacher. In his journal reflections Mr. Philis noted that he accommodated the 
students with learning disabilities by moving physically closer to the percussion section. 
He would isolate rhythms and individual parts and slow down the tempo. Mr. Philis 
practiced the rhythms with the students by increasing tempos while pointing at the 
rhythms as the students played along. Because the students had ADHD, he indicated they 
need continual participation in class and he needed frequently to redirect their attention. 
Building on background knowledge. Engaging students in learning music in a 
meaningful way, one that allows them to be involved in the decision-making processes is 
a successful teaching strategy that aligns with the principles of UDL (Glass, Meyer, & 
Rose, 2013). Mr. Philis described his success accommodating students with learning 
disabilities on an individual basis:  
The help [the student] usually needed was with either decoding music notation or 
technical issues with playing an instrument and reading music at the same time. 
To solve either problem, I always start with the assumption that it is best to start 
by breaking down the problem section into its most basic parts. I do this to make 
sure that there is no breakdown in the thought process. Once each component part 
(rhythm, note reading, fingerings, interpretation, etc.) [is] correct, I work with the 
student to combine them a piece at a time until the whole section in reconstructed.  
For example, Mr. Philis would ask the students to clap segments of the rhythm and he put 
the segments together before having the student play the rhythm with its melody. If Mr. 
Philis observed the student making an improvement, he continued to add an isolated 
segment of music to the other musical material such as the melody. He stressed that 
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students should practice music on their own in this manner; isolating segments should be 
a process repeated and used as a tool for the student’s future use. Mr. Philis asked his 
students to write a notation on their music to help with a rhythm, fingering, or to write a 
symbol to remind them of something taught. Mr. Philis clearly was knowledgeable about 
the step-by-step process needed to solve the students’ problems. His application of that 
process to individual practice allowed students to take ownership of their musical 
education by giving them the tools to solve problems on their own. 
 Classroom observations of Mr. Philis showed that he also applied these strategies 
in a larger classroom. In one case, a student had problems learning her part on the 
trombone. He suggested that the student clap the rhythm, move her slide to the rhythm of 
the music, sing the melody, circle notes she was having problems with, and then play the 
part on her trombone. This exemplified Mr. Philis’s employment of the UDL-aligned 
flexible methods of representation (the first principle) with the second principle, that of 
expression, allowing the student to demonstrate the variety of ways she understood the 
music.  
Teacher’s frustration with students with learning disabilities. Mr. Philis 
disclosed his frustration with a percussion student with learning disabilities who had 
problems focusing in class: 
Keeping the student focused and in his place was more than a struggle many days. 
Some days I would have to scold him multiple times and there were occasions 
when I would lose the last of my patience with him and his classmates from 
aggregate situations in class. Many days I was able to catch myself and remain 
calm, but some days I found myself having to pull him aside and apologizing for 
losing my temper with him.  
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Mr. Philis was in contact with parents about children with learning disabilities and relied 
on resolving issues with the parents. This shows the level of frustration Mr. Philis 
sometimes experienced. He had to solve problems with students with learning disabilities 
with their parents and could not rely on the school to help him. During my classroom 
observations, Mr. Philis did lose his temper when a student with learning disabilities 
could not follow directions. He recovered by isolating the student and then calling him 
over to talk quietly to him about his actions. Mr. Philis had many students with 
behavioral problems in his classes, and he did his best to manage them. 
Ms. Kefer’s Experiences With Anna and Dylan 
Ms. Kefer taught at a small, private Catholic school in North Carolina. Class sizes 
were also small; they ranged from 15 to 20 students. The room was decorated with a 
variety of music posters and organized into various stations. One part of the classroom 
was designated for piano classes and the center served multiple activities. Ms. Kefer used 
a screen and a projector for her lectures and to show students examples of performances 
and music. The other side and the back of the room were designated for instrument 
storage, while an adjacent room was generally employed for students working in 
sectionals or in small groups to study music theory. Classes consisted of students of the 
same grade level, but mixed abilities. 
Throughout the interview with Ms. Kefer indicated that she would consult books 
and the Internet to research teaching techniques to help her students. She also mentioned 
that her son was legally blind and that she incorporated some of the techniques into her 
teaching practices she had learned from his teachers. Ms. Kefer would speak to parents if 
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learning problems occurred in her classroom, and they would sometimes offer her 
solutions. 
Ms. Kefer’s students included two participants in this study. Both students 
attended middle school band and piano classes. Anna was described as having a reading 
learning disability. Ms. Kefer described how she teaches Anna in her music classes: 
She is a very smart kid, but she likes to go too fast. Which I find is in a lot of 
gifted children anyway. So that’s why after having her for so many years, I had 
forgotten she had a disability. But I noticed it when I started teaching her 
privately even more. I can tell that she wants to play the music the way she thinks 
it is supposed to sound like on the piano, and I have to slow her down and I have 
to have her really learn the correct fingerings and the correct notes, and she will 
kind of look at the shape of a passage and play the shape of the passage instead of 
the exact notes. Shape learning is a good thing, linear playing is good, but she 
kind of does it all the time and you can’t learn piano that way. So I have to slow 
her down and make her repeat things and go over and over it.  
Notation. Instrumental music educators in this study spent time individually with 
students with learning disabilities in order to understand their disabilities and to 
implement teaching strategies such students may not have been accorded in a larger 
classroom. Ms. Kefer observed Anna’s problems in instrumental music as consisting of 
reading, listening, and understanding the music’s technical problems. When I observed 
Anna with Ms. Kefer in a classroom setting, Ms. Kefer used the same teaching strategies 
as when she taught the student privately, such as pointing, proximity control, and using 
visual charts to help students.  
 When Ms. Kefer was asked about the specifics of the Anna’s problems, whether 
there were melodic or rhythmic issues in her playing, she responded that Anna had 
problems with both. How would she accommodate Anna in the lesson when she had a 
rhythmic problem? “She will kind of want to do it her way. What it [kind of] looks like to 
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her and you have to slow her down and say, ‘No, this is an eighth note and this is a dotted 
quarter note.’” Students with learning disabilities can persist in wanting to do things their 
own way. This tendency can be problematic for the teacher who needs the student to 
focus on understanding and learning how to play music as written. 
Modification of written assignments. Ms. Kefer also wrote about the 
frustrations of dealing with written assignments for students with learning disabilities: 
Depending upon the student, some of them like a writing assignment and some 
don’t. Some are self-sufficient and some are not. Again, it depends on their 
personality and if they have ADD or ADHD added to their issues. I have one 
student that loves completing written assignments and even asks for more written 
homework. I have another student that reading and writing questions is a bit 
frustrating for him. He will usually ask for help from me because sometimes his 
peers frustrate him. To modify the assignment for him, I will break down the 
assignment into smaller sections so it looks like an easier assignment.  
Anna found written assignments helpful when learning a problematic musical 
concept. She gave an example of her difficulty with counting notes and rhythms; the 
teacher had given her additional worksheets that helped her understand the rhythms. 
Some of the concepts Anna learned from music theory related to the music Anna was 
performing on the piano or clarinet.  
Structure and routines. The teachers in this study assigned students to practice 
at home. Making practice time a routine, as well as providing structure in the classroom 
and in practice, can be beneficial. I observed that Ms. Kefer used a variety of colors and 
often pointed at the music to keep Anna on task. The teacher believed that having 
structure in the class benefited this particular student benefited. She also required the 
student to practice in a structured manner: “I have her using a practice chart that indicates 
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exactly what she should be practicing to help her organize herself and put her in a 
routine.” What might happen if Anna did not have structure?  
She would do what she would want to do. She would just play “Ode to Joy” all 
the time or her songs all the time. She is now going ahead three songs every week 
because I have figured out that she needs the organization and structure.  
Anxiety and organizational issues. Dylan, the second of Ms. Kefer’s students, 
was diagnosed as nonverbal, a condition close to Asperger’s Syndrome. Ms. Kefer 
described Dylan in her music class: 
He likes to play what he wants to play, but he’s also very good about learning it. 
He has some organizational issues. I had to give him his own spot in the 
classroom to keep his things or else it gets lost in his locker . . . if he takes his 
music home he will practice it, but he will also forget it at home.  
Ms. Kefer said that Dylan suffered from organizational issues that interfered with his 
learning. She also made two copies of music for him, one to be left at school and one to 
keep at home. Dylan’s scenario is relevant because students with learning disabilities can 
be unorganized and may need a teacher or parent to help them devise work strategies to 
become organized. Students with learning disabilities lack organizational skills and may 
have memory issues (Ditchfield, 2008). The next question pertained to the kinds of 
learning problems Dylan experienced in music class playing the piano and the drums.  
He doesn’t have a problem with technique with playing anything. He gets 
overwhelmed if it looks too hard, he gets frustrated, and my job is to keep his 
frustration level down, and I think he’s gotten used to being in my class after 
almost a year. The first six months were kind of rough, but now I think he has 
learned that if I give him something challenging, I always will explain it or there 
is a reason for it. That it is not do or die—to not worry about it.  
I then asked about her techniques to calm him down. She replied, “I have to go over to 
him and talk [quietly] to him, reassure him, and show him how simple it really is. If he 
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just gets confused on one thing, it is very stressful for him.”  
I asked Dylan how he felt about his frustration and anxiety levels when he learned 
a new piece of music.  
Angry, I guess. Annoyed, because I can’t figure it out. I think I should be able to 
do it. ‘Cause I learned how to play piano when I was younger and I should be 
really advanced. So I get mad at myself because I can’t figure something out. The 
most stressful part about learning music for me is probably how to play songs that 
get more difficult as time goes on.”  
Ms. Kefer’s teaching practices align with UDL in that she challenged Dylan to develop 
his playing skills. Dylan’s anxiety came from his not being able to solve problems and 
from dealing with the challenges that Ms. Kefer posed. 
Ms. Kefer described which techniques she employs to help Dylan learn:  
Techniques that help him become more organized. Now I am very proud of him 
because he has figured out something on his own on Mass days, where he plays in 
church. I usually have to bring the music for him, but the past couple of weeks he 
has remembered to bring it on his own. He figured out his own system, he put it in 
his homework binder, and it was there, and he had it in church. He did not have to 
ask me for copies. 
In my first observation of Dylan, I noticed that he isolated himself from other students 
while working, took two bathroom breaks, and had problems focusing on playing his 
instrument in band class. Although Dylan suffered from anxiety issues, he did well at a 
student performance I observed. 
Teacher and student interaction. Ms. Kefer described her interactions with 
music students: 
I interact with students with learning disabilities as much as possible. I keep them 
up front and close so I can constantly check to make sure they are on the right 
page and the right item at the right time. I try to maintain a very friendly rapport 
with them so they are comfortable learning in my classroom and can handle 
correction well.  
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Classroom observations showed Ms. Kefer continually interacting with students for the 
entire class and rehearsal. She stationed students with learning disabilities at the front of 
her classroom and monitored them.  
Some music educators in this study treated their students with learning disabilities 
differently. Ms. Kefer wrote, “I do treat them differently than other students. I make sure 
to be extra patient with them, from waiting for a correct answer to waiting for them to 
complete a paper.” Classroom observations, however, revealed that Ms. Kefer interacted 
equally with students with learning disabilities and treated them the same as she treated 
the other students.  
 Teacher interaction is an important part of the UDL plan that teachers ought to 
engage students with learning disabilities. Classroom observations confirmed that the 
music teachers in this study had a great rapport with their students. According to Meyer 
and Rose (2014), social interactions are “behaviors that enable a learner to persist when 
faced with challenge” (p. 13). The teachers in this study could be seen welcoming 
students to class, walking around and monitoring students, giving corrective feedback, 
and having discussions about music that made learning engaging on both group and 
individual levels. All of the teachers appeared to genuinely care about their students and 
to want them to succeed not only at being good music students, but also by demonstrating 
good character and behavior in their classes. 
Social interaction of students with learning disabilities. Ms. Kefer indicated 
that students with learning disabilities interact well with other students: “This student is 
fine with the others. They all get along well.” Classroom observations of Dylan, however, 
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revealed that he isolated himself from his peers. When questioned, Ms. Kefer responded 
she was unaware that Dylan behaved in this way. I asked Dylan, “I noticed that when 
your music teacher had you and some of the other students break up into groups, you 
went to work by yourself. Why did you do that?” Dylan replied, “I did that because it was 
hot in there, the other students weren’t really working in my opinion, and so I decided to 
go out so that I could get my work done.” I asked, “So it wasn’t because you didn’t want 
to be with them?” Dylan replied, “No.” The teacher did not see anything socially 
irregular and the student wanted to move away from his peers because he perceived them 
as distracting. This information, however, could have easily indicated the student had 
done so because he feared the social interactions he would be forced to encounter in a 
group session. When I entered the practice room to observe the group session, Anna 
engaged better socially than some of her peers and was guiding the other students, 
helping them to learn. 
Ms. Kefer was specific about her students with learning disabilities: 
I find it depends on the student. If it’s a student with a psychological disability, 
even a small one, they don’t work well with others and will ask me for help. If 
they don’t have a psychological disability, they usually work well with others, but 
sometimes need guidance to make sure they are doing it correctly. Of course if 
they have ADD/ADHD, working with peers can sometimes get a little out of 
hand, and [it] has to be monitored very carefully for distractions and discipline 
issues. 
Ms. Kefer’s observation is consistent with findings in research studies on ADHD students 
indicating their difficulty in social interactions (Bauminger et al., 2005; Bauminger & 
Kimhi-Kind, 2008; M. E. B. Lewis et al., 2013). 
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Behavioral issues with ADD/ADHD. Teachers participants in this study 
disclosed that students with ADD/ADHD had behavioral issues that needed to be 
addressed in the classroom. They felt students with ADD/ADHD were frustrating to 
teach. Ms. Kefer, Mr. Battler, and Mr. Philis stated explicitly that student behaviors were 
at times uncontrollable. Classroom observations confirmed their experiences. Music 
teachers sometimes lost their tempers or exhibited frustration by their facial expressions. 
Ms. Kefer said that students with ADHD needed to be put “in seats by themselves with 
just a little bit of separation so that they don’t distract others.” I observed this 
accommodation in this her classroom, as the student with ADHD was slightly separated 
from others, and, in one instance, the student purposely separated himself from others. 
Ms. Kefer described that this student became frustrated: “He starts moving the stand 
around, he starts moving his desk around, he starts tapping, you can just see it physically 
comes out.” Other students with ADHD were included in regular classroom settings. One 
of Mr. Battler’s student participants was observed as off-task during rehearsal.  
Teacher frustration with students with learning disabilities. Ms. Kefer 
described her frustration with Dylan’s lack of organizational skills.  
I became frustrated one time when the young man in the study could not find any 
of his music or his class notes and was not prepared to get ready for a test. I gave 
up during class, but then I realized . . . his locker was a mess.  
She kept giving the student new copies and provided him with his own space in her room 
to help him stay organized. “He’s gotten used to using it and now he knows where 
everything is. I still have to remind him to put his papers there, but at least we all know 
where his papers are.” Ms. Kefer was aware of how disorganized students with learning 
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disabilities can be. She formulated a plan for her student to help him solve problems. 
Dylan’s combination of learning disabilities that inhibited his cognitive abilities. 
Evidence of this was seen when Ms. Kefer helped him with his music folder and told him 
to put his materials away properly at the end of class. 
Mr. Battler’s Experiences With Anthony and Rudy  
Mr. Battler taught in a medium-sized private religious school in Alabama. Classes 
consisted of students of mixed grade levels with approximately the same musical 
abilities. On a tour of some of the school facilities, I was briefly shown the band room. 
On the days my observations took place, however, that band room was being used for 
testing purposes. As a result, Mr. Battler moved his equipment into the chorus room. 
Both rehearsal rooms were adequate and had small wall posters related to religious 
morals and character. Rehearsing for an upcoming performance, band classes were 
playing scales, developing sound, and working on articulation and musicality. I observed 
little interaction between the teacher and the students before, after, or during the class. 
Students were well behaved and did not talk to one another except at the beginning and 
end of class.  
Anthony and Rudy were both middle school band students diagnosed with 
ADHD. Mr. Battler said that these students struggled in music class: 
All middle-school kids struggle with rhythms. But I think they struggle with 
rhythms because it is having the complete focus of having to stay on task. They 
either get it or they don’t get it, and I’m dealing with these students with ADHD 
and I think they are a little bit further behind than their peers.  
Mr. Battler asserted that students with learning disabilities were progressing at a slower 
pace compared with peers. This became problematic when he taught his band classes. 
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Asked what he did to accommodate the students’ inabilities to focus in class, he 
responded, 
With the first student participant, if I address the issue specifically to him, that’s 
generally not a problem. With the second student participant, it has a lot to do 
with proximity control. This is because most of the time he is really not focused. 
When using exercising proximity control, the teacher moves physically closer to 
the student in order to keep the student focused. Mr. Battler had a different teaching 
strategy for each of his students with learning disabilities to get them to focus in his band 
class. I observed that Anthony was obviously off task when the teacher began lecturing or 
gave feedback to students about their playing. Rudy, on the other hand, stayed seemed to 
stay on task and actively engaged throughout the rehearsal.  
  Mr. Battler believed that giving an ADHD student individual attention was a 
beneficial accommodation. He indicated in his journal reflection that the student with 
learning disabilities was able to listen better to his own part and practice his instrument 
more effectively alone than when he was playing in a larger group or in the ensemble. 
The multiple distractions that occur in a music room even when a student receives 
individual help are also problematic. Mr. Battler noticed that it was difficult to keep 
students with ADHD on task and they struggled to succeed in individual learning because 
“all of the pressure is on them.”  
Social interaction of students with learning disabilities. Students with learning 
disabilities have individual social differences but also possess the capability to socialize 
with their peers. Mr. Battler described his students with learning disabilities interacting 
with their peers.  
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One student with ADHD is very hyper all of the time and loves to talk (almost too 
much at times) after class. The students treat [him] . . . as annoying at times. He 
continuously talks and wants to be around other students.   
The other student with ADHD keeps to himself [but] does socialize with 
students well. He is around people more than he talks. However, when he talks, he 
is a part of the group and they listen and include him in the conversation. He is 
social with people he is comfortable being around.  
The social interactions Mr. Battler discussed exemplify the variations attributed to 
students with ADHD. The two students with learning disabilities engaged socially with 
their peers but in different ways. In my classroom observations, they seemed to interact 
well with their peers. In contrast, the students’ interviews revealed how different these 
two students were from each other: Rudy was quite shy and reluctant to answer 
questions, while Anthony was outgoing and answered questions animatedly and at length. 
The music teachers took note of social difficulties of students with learning 
disabilities while they worked with their peers. Mr. Battler observed,   
A student with ADHD working in sectionals with other students has his mind 
consistently [wandering] and has a hard time focusing. His peers become 
frequently frustrated at his lack of focus. This causes a lot of problems within his 
section.  
Socially, it seems that the students are not able to pick up on social cues as 
well as other students. They cannot tell when someone else is becoming annoyed 
with them.  
Inability to work with—or being distracted by—peers, the confusion that can 
occur without guidance, and the inability to pick up on social cues about their behaviors 
are common social difficulties for students with ADD/ADHD. Social cognition 
impairments occur often in students with learning disabilities (Bauminger et al., 2005; 
Bauminger & Kimhi-Kind, 2008). “Such individuals have difficulty understanding 
complex emotions, tend to be socially isolated, may have few close friends, and/or 
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infrequently participate in social activities” (M. E. B. Lewis et al., 2013, p. 410). The 
instructor was aware of these issues, and students with ADHD in his band classes went 
directly to him for help. 
Student leaders and cooperative learning. Mr. Battler believed that both his 
intervention and allowing a student leader to help the student with learning disabilities 
were successful approaches. He described a scenario in which a student intern taught 
scales in band class, but at a pace faster than Mr. Battler would have taken. The student 
with learning disabilities was lost, so the teacher met with him individually after class.  
I talked to the student and they had no idea how to figure out the concert scale on 
their saxophone. I asked them how they figured out what not to play when the 
concert pitch is stated, and he told me. We related the scales to that concept, yet 
he was still nervous about messing this up. So we got a scale sheet and started 
writing down the scale. After explaining it and him writing it down, the light bulb 
clicked and he was able to stay with the others even if it was faster than normal.  
This teaching strategy aligns with UDL in that Mr. Battler made the student visually 
engage in learning and provided the student with multiple methods of representation. As 
Glass et al. (2013) point out, these instructional strategies help “educators support 
comprehension by tapping into background knowledge, highlighting patterns, guiding 
information processing and use, and maximizing transfer” (p. 103).  
 Mr. Battler also succeeded when students collaborated with other band students; he 
isolated the students from the larger group and had them work together to focus on the 
student’s problems. By listening to another student demonstrate rhythms or play the 
instrument, the student with learning disabilities was able to relate to and better 
understand the music. 
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Written assignments. One reflective email prompt focused on how music 
educators engaged students with learning disabilities in written assignments. It also 
sought to understand whether or how music teachers modified or accommodated their 
teaching for these students. The teachers’ responses to this prompt varied; while some 
appeared to accommodate students, one teacher was not allowed to modify the 
assignment because of the school’s policy. Mr. Berres’s response was typical; he 
recognized that some of his students with learning disabilities had reading problems. 
Some of my students do have problems with reading in class. Those students 
usually have already made it clear to me towards the beginning of the year. I will 
usually modify an assignment by verbally giving them the assignment or if it is a 
test, allowing them to go to the counselor’s office for assistance. If any 
modifications need to be made, I would most likely give the student a physical 
assignment where they could demonstrate their knowledge of the material through 
the kinesthetic process.  
Mr. Berres also knew that differentiating the assignment by having the student 
demonstrate music on an instrument was a modification that might help the student to 
succeed in his music class.   
Behavioral issues with ADD/ADHD.  
Mr. Battler commented on Anthony’s behavior in band class. The student “will 
look around a lot. If he is paying attention, he is either looking at me or looking at a 
music stand. But if he is not paying attention, he is looking up or looking around.” 
Classroom observations showed Mr. Battler used proximity control and visual cues with 
his hands to help ADHD students stay on task. Asked whether he had difficulty keeping 
the student participants on task, he replied,  
With the first student [Anthony], no. I think that this has a lot to do with ADHD 
and all of what he has to think about while playing his instrument, the music, 
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listening to the person beside him and the list goes on and on.…For the most part, 
he stays on task. 
The second student [Rudy] that was interviewed, I just think of that energy 
and when he’s not playing he is sitting there rocking in his seat, almost dancing 
and his movement is continuous. He is also humming, and I try to get him not to 
do that when he is not playing.  
 These might be self-regulating behaviors that could help the student when idle. In 
my band class observations, Anthony appeared to behave like his peers. Rudy, however, 
appeared to be playing with the music stand, his instrument, or scratching or playing with 
various parts of his body when not playing his instrument. 
Teacher frustration with students with learning disabilities. Three of the 
teachers in this study admitted they sometimes became frustrated when teaching students 
with learning disabilities. Teachers came up with accommodations themselves and did 
not seek the help of a counselor or special education coordinator. Mr. Battler explained 
his problems with ADHD students and his actions to help them succeed, despite the fact 
that he had no help to guide his decisions.  
I have encountered that students with ADHD have major problems . . . counting 
rhythms. When working to teach those students, it is frustrating to their peers, 
because they do not catch on as fast… Continued review helps the student with 
ADHD to understand and, honestly, locks it in for the rest of the students as well. 
I have made daily rhythm exercises a part of the band program. This daily 
continual exercise does not bore the rest of the class and helps students with 
ADHD have success. If this is not working, extra work with the students after 
school helps.  
Students with ADHD generally struggle to practice independently, 
especially starting out, so this must be structured in lessons or groups. We do not 
have a special education coordinator, simply a counselor. Most of the time I 
handle situations myself and consult with the parents as needed.  
His observation is supported by a study by M. E. B. Lewis et al. (2013); they point out 
that students with learning disabilities have impairments in executive function that hinder 
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their metacognitive skills. Students with learning disabilities lack “organizational skills, 
planning, future-oriented behavior, maintaining an appropriate problem-solving set of 
procedures, impulse control, selective attention, vigilance, inhibition, and creativity in 
thinking” (M. E. B. Lewis et al., p. 410).  
Other Accommodations, Modifications, and Adaptations 
I observed teachers monitoring student progress and engagement; they used 
proximity control, walked around the room, asked questions, and demonstrated examples 
to students by singing and playing instruments. The use of color-coding notes or 
passages, as well as pointing to notes while students were playing them, were effective 
teaching strategies. I recognized that students were indeed aided by this assistance.  
Teachers used an array of approaches to help students with learning disabilities. 
The combination of strategies helped keep students’ attention focused and prevented 
them from becoming overwhelmed or frustrated. Multiple means of action and expression 
assisted teachers in providing feedback to students and helped them to regulate their own 
practice and motivate themselves to continue to work. Teachers used various kinds of 
engagement devised by knowing their students on a personal level and providing 
challenging activities that allowed students to express themselves in various musical 
ways.  
Teachers indicated that working with students with learning disabilities on an 
individual basis was a successful strategy to help them learn music, and they understood 
that such students needed this attention. Three of the teachers believed that cooperative 
learning in sections or in pairs was beneficial to these students, but that students with 
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ADHD may need a particular pairing because of their need for focus and structure.   
Ms. Kefer saw some similarities between her student participant with reading 
difficulties and another dyslexic student. She noticed that Anna processed the music with 
difficulty and did not perform the music correctly in her lessons. The interview transcript 
and classroom observations showed that the teacher used a variety of visual 
accommodations that included pointing at the music to keep the student’s visual focus 
and using Post-its and her hands to isolate musical material visually in giving corrective 
feedback.  
Challenging Experiences That Align With UDL 
The teachers in this study incorporated a range of activities that helped challenge 
students with learning disabilities. For example, Mr. Berres held concert performances 
throughout the school year. He also fused music history and listening segments into his 
orchestra rehearsals. This teacher showed me one of his students’ projects, which was to 
write a short opera or musical and perform it in front of class. Mr. Philis included music 
technology with a smart board to help students learn fingerings and music theory. Ms. 
Kefer changed activities almost every 20 minutes during a 90-minute class that included 
a lecture, written individual and group work, playing instruments, and listening and 
music history, some of which were occurring simultaneously. Activities like these 
challenged students and also provided multiple means for students to demonstrate what 
they had learned. These techniques also aligned with UDL in that teachers employed 
multiple ways for students to learn successfully (Jellison, 2012). Ms. Kefer described 
how these kinds of activities challenged her music students and could help them in other 
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academic areas.  
I really encourage kids to play their musical instruments in public because it 
makes them work harder at learning their music. They definitely practice more 
when they have to perform their songs. Parents have made me realize that this is 
good for their public speaking. Apparently they all were afraid to give a 
presentation like a book report in front of the class. Now they have no problems 
giving a presentation at all, which is right in line with Common Core Standards. 
Ms. Kefer taught at a private Catholic school that adheres to the Common Core 
Standards that guide North Carolina public schools’ curriculum. In her lesson plans she 
listed a few of the Common Core Standards that correspond in her lesson plans to its 
language arts literacy components. Those related to reading comprehension and 
collaboration, as well as to written presentation of knowledge and ideas that could be 
applied to similar experiences in instrumental music classes.  
Mr. Berres’s school was in the process of making a transition to the Common 
Core Standards. Mr. Berres, however, only cited the national standards for music in his 
lesson plans. 
Performances 
On one observation day, I heard a Mass performed during school hours. Two 
student participants, Anna and Dylan, performed during the ceremony—one played the 
organ and the other sang. Other students at the school participated by playing the guitar, 
singing, and reading biblical scriptures at the altar in front of their peers. Here was an 
excellent example of how music teachers had challenged students, as well as how such 
challenges could help students with learning disabilities master their performance 
anxiety. 
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 Experiences That Influence Teaching and Learning 
The IEP Process 
Reviewing the music teachers’ engagement in the Individual Education Program 
(IEP) process at their school revealed the extent to which they were able to plan for 
needed accommodation and modifications. Public schools differ from private schools in 
that they are required to abide by the IDEA guidelines to formulate IEPs for students with 
learning disabilities. IEPs include information on the child’s disability, accommodations 
or modifications that teachers need to follow, and goals set by the IEP committee. These 
goals are mainly academic: They focus on reading, math, organizational skills, or 
behavior. Music teachers in this study were not given guidelines specifically tailored to 
music and therefore interpreted this information on their own. Private schools, on the 
other hand, are not required to follow this process at all. The private schools in this study, 
however, were able to identify students with learning disabilities and, in one case (Ms. 
Kefer’s school), to provide specific information regarding a child’s disability. The school, 
however, did not give guidelines on accommodating that student in the classroom.   
None of the four teachers in this study were involved in the IEP process, and the 
information they received from these documents was limited, namely, the documents 
only provided details of the skills in need of improvement. Mr. Berres explained his 
involvement in the IEP process at his school:  
Throughout the year, we are given a form with the students who have an IEP and 
we fill out information on those students. If needed, the school will call me in. For 
the most part, though . . . [they] don’t have specific information for music, and we 
look up information to see what the student’s needs are for our classes.  
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Mr. Berres’s statement is typical in research studies that show the majority of music 
teachers are not involved in the IEP process (Atterbury, 1998; Frique et al., 1994; Gfeller 
et al., 1990; Gilbert & Asmus, 1981; Scott et al., 2007; Shelfo, 2007; Shepard, 1993). I 
asked how this information, even if general, guided his lesson plans and activities. Mr. 
Berres replied,  
I look at the students as…a group and as an individual, and I work at coordinating 
the music with the student. For example, I know which parts to give my students 
and how I could reduce the music to make it easier for my students if needed. 
My classroom observations of Mr. Berres verified this accommodation. During a class, 
Mr. Berres gave his orchestra students a playing test:  
Without the student knowing, I try to pull them into an easier group of learning. 
I’m more understand[ing of] their ability level. My learning disabled students— 
most of them—are in the advanced groups and how they learn does not affect 
their ability, to understand music and play it.  
Mr. Berres taught students with varying levels of musical ability in the same orchestra 
class. Some students had been playing their instruments only for a year or two, while 
others had four or more years of experience. He preserved the students’ dignity by 
placing them in similar ability-level groups. He planned for his students with learning 
disabilities and used multiple methods of representation and engagement that align with 
UDL.  
Mr. Philis also spoke of the somewhat minimal input from IEPs in his lessons: 
If there are accommodations for reading and math, I will try to remember to bring 
those things in. If there’s a 504 behavioral plan (a type of IEP that provides 
accommodations to students who are physically disabled and who have medical 
issues), I’ll try to incorporate that in classroom management. But other than that, 
most [students] start off in band at the same level. So the assumption of everyone 
starting at the same level works really well for students of low ability.  
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Ms. Kefer’s school was a private school and so did not use the IEP process. At the 
beginning of the school year the school gave her information about students with special 
needs, similar to that included in an IEP. Ms. Kefer incorporated this information in her 
teaching: “I usually have an easy level, a basic level, and an advanced level of whatever I 
am teaching. Because there are always a few kids who could go beyond and a few kids 
who need extra help.”  
Ms. Kefer taught several middle school grade levels in a single music class. When 
students rehearsed together, they were seated by their instrument and part. The music she 
used in one of her classes had different parts of the same piece, making it easier for a 
student with less musical ability to play, while another part of that piece would challenge 
an advanced instrumentalist. Although Ms. Kefer’s school did not implement a formal 
IEP process, she was able to negotiate teaching her music classes. She planned her 
lessons and classroom activities not knowing she was using those elements of UDL that 
encompass flexible methods of representation, expression, and engagement. 
Mr. Battler, however, was not informed which students had learning disabilities, 
and he needed to have good rapport with his students’ parents in order to gain more 
information about them.  
By the time that the students get to the sixth grade and then to late middle and 
high school, I get to know the student and their parents by talking with them. By 
that point, the parents are involved in the band program and we have a 
relationship whereby they would tell me if something is wrong. However, in the 
beginning process of just trying to figure out if they have a learning disability, I 
use the behavior management techniques.  
This process is similar to research studies indicating collaboration was important in 
helping students with learning disabilities (Burstein, Sears, Wilcoxen, Cabello, & Sears, 
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2004; Cawley et al., 2002; Scott et al., 2007). Indeed, secondary instrumental music 
teachers teach students over many years and may know their students and the parents 
better than academic teachers who may see a student for only one year. 
In sum, IEPs played little or no role in guiding lesson plans or how the teachers 
developed curricula for their classes. None of the lesson plans I received from teachers, 
including those from public schools, indicated the accommodations that should be made 
for teaching students with learning disabilities. Teacher interviews and reflections on this 
topic, however, revealed that they were accommodating students with learning 
disabilities by asking questions, giving directions, employing strategies for solving 
problems, and selecting which classroom activities would help students with learning 
disabilities succeed.  
How Mr. Berres’s Experiences Inform His Teaching Practices  
For all four of the music educators, their experiences either teaching students with 
learning disabilities or of coping with their own learning disabilities, informed some of 
their decisions. Mr. Berres, who had been diagnosed with a learning disability at an early 
age, described working with students. As a music educator, he believed that 
administrators and teachers could do a better job meeting the needs of students with 
learning disabilities. 
I feel I work better with learning disabled students, such as those with attention 
deficit hyperactivity disorder, OCD, and other learning disabilities, because I have 
ADHD myself.… It’s taken years for me to learn to control my behavior, and it’s 
taken me years to concentrate. But, I’ve learned mechanisms for myself. . . . So 
it’s easier for me to understand where a teacher or an educator come in and 
they’ve always been a straight A student, and it’s hard for them to deal with a 
student and say ‘Oh, well, I don’t know how to… Oh, here is how it worked in the 
laboratory.’ But that doesn’t work in the real world. It’s administrators that have 
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been out of the classroom too long, that don’t realize what doesn’t work in the 
classroom. The same is [true] with special needs students; if a person who has 
never worked with them or been away from them too long, then they don’t know 
what works best.  
Mr. Berres experiences include teaching overseas, where he learned that other 
cultures exclude students with disabilities entirely from their educational systems. He 
elaborated:  
I was a teacher in Kuwait for eight years. In Arab society, parents keep students 
who are learning disabled, or who have a special learning need, at home. They 
don’t send them to school because it’s an embarrassment [to have a child with 
learning disabilities]. 
Mr. Berres believes in “not acknowledging a student’s disability” and thought it 
was his “responsibility to build a student up in how they learn.” Observations of Mr. 
Berres showed that he taught students with a variety of abilities and learning differences 
in one class. He employed several teaching strategies to engage his students, including 
differentiated instruction, collaborative group work assignments, and peer evaluations of 
one another, in addition to group discussions on music history topics. Mr. Berres used 
these strategies to overcome some of the challenges of teaching these students. Thus they 
and the designs of lessons were methods to help equalize the variations in learning 
differences and ensure success for all students. 
Undiagnosed Students 
Mr. Berres. Teachers in this study believed that many students with undiagnosed 
learning disabilities had ended up in their classes and that this situation was problematic. 
In some cases, teachers discovered diagnoses of learning disabilities that had been hidden 
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from the school—some parents had purposely concealed this information. This issue 
became frustrating to the faculty. Mr. Berres described a violin student with dyslexia: 
It was very different because we couldn’t figure out why she wasn’t learning the 
music, and she was on the same page for five, six lessons. It was simple music 
written for beginners, and she’s already in her first year. Why is she taking so 
long to learn? And that’s when we found out she’s dyslexic.  
At class, her parents didn’t want to say anything… To them, it would be 
embarrassing for her. So they didn’t bother telling me until finally I sat down with 
the parents and said, “Look, she is not progressing.” The girl flat out told me she 
was dyslexic, and when I talked to the parents, they said, “Yes, please assist us.” 
. . . It would be helpful for parents to let us know these things.  
Asked whether he thought that withholding of such information was a larger problem, 
Mr. Berres continued,  
I currently have a[nother] student that in another state was diagnosed with a 
learning disability. The parents moved because they were embarrassed by that 
diagnosis. That [knowledge] would actually help us if we could have that 
diagnosis here at the school. But because the parents don’t assist, we have a 
problem, and we can’t get the student the help that they actually need.  
Mr. Berres explained that “here at least we try, and there is no embarrassment, if we can 
get that child help.”  
Mr. Philis.  
Mr. Philis discovered that one of his band students was learning disabled when he 
met that student’s parent: 
I saw the parent in the special-needs resource room and realized that she [the 
student] had some form of learning disability. I do not know what it is, but I do 
know that she’s a little slow from my observations in class. 
I asked Mr. Philis whether he knew the student was learning disabled before he 
met the parents in the special needs resource room. “No. I did not get any indication that 
she had an IEP.” “And you couldn’t tell from her being in your class that she was a 
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student with learning disabilities?” Mr. Philis replied,  
No, because I will have many students that struggle in band class, and it is not 
always apparent who’s the honor kid and who’s not… If you are playing an 
instrument that is not a good fit for you, you’re going to struggle.  
Mr. Battler. Mr. Battler was unaware that many of his students had learning 
disabilities. Mr. Battler said, “It is up to a parent to allow us to have information about a 
student. If the parent chooses not to tell us we have no idea.” Thus, Mr. Battler had to 
teach all of his students with the same expectations. During my classroom observations, 
he did not modify his teaching based on individual differences. 
Mr. Berres’s Students With Specific Disabilities  
Dyslexia. Mr. Berres taught a violin student with dyslexia privately:  
She would look at the music and it would [appear to her to] be in different areas 
than what it truly was. We found that if we color-coded the notes: that would help 
the student. I would take a computer program, color-code the notes so green 
would be a B, light green would be a Bb, and we would color code each note and 
rewrite all of her music so she could visibly see it, and would also read the letters 
underneath.… We also enlarged the notes so she could see them better. Those are 
some of the things that we did with her.  
Mr. Berres used the same strategy of enlarging the music for one of his piano students 
who was also dyslexic.  
Autism. At the ends of the interviews, teachers in this study were asked to share 
their experiences of students not diagnosed as learning disabled. This discussion took 
place because many students with special needs also have multiple disabilities that may 
include ADHD and other learning disabilities. This helped develop an understanding of 
how music teachers made accommodations for these students. Mr. Berres shared his 
experience teaching autistic students. 
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Students with autism vary with how a student is touched. You have to do 
everything kinesthetically with them, and they have to have the physical touch. 
Some don’t like to be touched at all. Some love loud noises, some dislike it or any 
noise. So each student has to be treated on an individual case. You find out first of 
all, can you touch the student on their arms and on their shoulders. Because if 
they’re a violin or viola player, you have to have that physical touch. If not, you 
have to demonstrate over and over to them until they get it down.  
Other students don’t like loud noises, so we try to get them an instrument 
that is not so loud, such as a cello or a viola with a lower, more mellow sound. In 
band, we give them a clarinet. Most likely giving them a woodwind or even a 
percussion instrument such as the bells because it is a melodic instrument. They 
can hear it. I’ve had autistic students that did not like the drums in particular 
because of the loud bang that you get. So every autistic student is different.  
Mr. Berres expressed that knowing the student on a personal level was crucial, as 
well as including family members in the instruction to help the student feel comfortable. 
Picking the appropriate instrument for an autistic student was also important. He briefly 
described an accommodation for one autistic student. “Lessons had to be taped for the 
autistic child and the student had to listen over and over again to the lesson.” The 
recording of the lesson helped the student review the material. Mr. Berres discussed the 
physical needs of the autistic student in his orchestra class: 
When it came to bowing, the student had to have a device around the bow that 
helped to fit or adjust in their bowing hand. At this time, I would use a form of 
silly putty, which not only helped to balance their hand, but gave them a little 
more weight to place pressure on the string. Over time, both students had learned 
how to adjust without the help of the putty, but at the beginning, this did assist 
them.  
Nonverbal students. Mr. Berres also used the kinesthetic approach to 
accommodate other students. He related his experience with a nonverbal student. 
I have a student that does not speak. They don’t learn from visually seeing 
something. They can’t learn from physically seeing it on a page or hearing it. So 
if I speak to the student because they are not learning, they are not able to process 
my speech, and they’re not able to process the written language either. How do 
you help that student? Well, over the course of the past year I sat with them and 
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kinesthetically worked with them and they accepted that kinesthetic movement 
process where I can adjust their body, I can move their bow to where I need. I can 
physically show them something, and they can remember where those fingers go 
in the finger placement for each note. They can hear their notes, they can’t hear 
audible sound language-wise.  
Mr. Berres explained how he evaluated a nonverbal student in his classroom: 
In my school we are told that we had to create a standardized music test for 
orchestra for each instrument and level.… The non-verbal learning disorder 
student has already taken the tests and passed them. The written one she is 
receiving today and I may send her down to one of the counselors to take the test 
where it is quiet. She can sit there and slowly read the questions. Then again, I 
don’t have to modify the test for her because even though her IEP says we have to 
modify, she has worked for me this year not having anything modified. She has 
gone from last chair to first chair in the second group. She talks in my class, but 
she talks to me, but not to any other student. So we kind of brought her out of her 
shell. . . . Music does play an essential part in a student’s development especially 
in the special needs area.  
Ms. Kefer’s Students With Specific Disabilities 
ADD/ADHD. Ms. Kefer shared some of her accommodations for students with 
ADD and ADHD:  
Students with ADHD are extremely challenging, some of them on the extreme 
end. I try to slightly separate them from their peers in their seating arrangements 
and try to give them something tactile if they are playing with their book and 
fooling around.…  
I had a student with five complex exceptionalities. He had a bit of autism, 
ADD, ADHD and other learning disabilities. His mom came to see me one day 
and brought me a vase of bubblegum. She said chewing gum helps him focus. I 
remember that in class he would have the stand falling, he was fidgety, but the 
gum did help him.… I’ve never done that in a school.…  
As someone who has a child who is legally blind and visiting his vision 
teacher and learning about children with exceptionalities, even putting a strip of 
Velcro underneath the child’s desk or chair can give them something to fidget 
with and scratch and can get some energy out of them so that they can focus.  
Dyslexia.  
Ms. Kefer discovered she needed to become better educated about certain 
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disabilities because of the specific disabilities of her students.  
We are getting a lot of dyslexic students who are coming to our school next year 
for the new reading program that we are doing at our school. I have had a lot of 
guitar students who are dyslexic. In private lessons, I had one student who 
attended a special charter school for students with dyslexia. I started getting a lot 
of these students in my private lessons. So then, I did a lot of research on dyslexia 
on my own.  
 
Ms. Kefer researched how to solve problems with such students and then developed 
teaching strategies to accommodate them in her classes. She mentioned that parents 
looked for activities for their children in elementary school to help them with reading.  
Usually what they have learned in fixing their dyslexia problems previously helps 
them when they come to a music lesson. Because a lot of times music has a lot of 
symbols that helps them, and I always did a lot of flashcards with them helping to 
review the symbols. With the guitar chord diagrams, because most of them played 
the guitar, you can really look at a guitar chord diagram upside down and right 
side up and still figure it out.… Problems with note reading,… [I] will put the 
note flags on the other side of the note. You can still know that it is an eighth 
note. But basically, because music has a lot of symbols, it helps students with 
dyslexia.  
I asked Ms. Kefer what else she did to help them read; she mentioned repetition as 
an instructional technique and flashcards with the note symbols and letter names attached 
to the notes. I asked about color-coding as a technique for students with dyslexia.  
When I was doing some reading, some information on teaching students with 
dyslexia, I noticed that one of the teaching strategies was to color-code material 
for students, but I [already] use color codes so much in my teaching. For dyslexia, 
color-coding does help and I do use it in extreme circumstances.… But the 
students with dyslexia that I’ve had have already figured out how to help 
themselves out a lot.  
Research studies indicate that those students with dyslexia have problems with utilizing 
visual information (Ditchfield, 2001a), primarily because these students can have 
problems with unstable vision; a different color helps them better decipher visual 
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information (Everatt, 2002). Ms. Kefer indicated, however, that by the time she had them 
as students, the students had already developed their own strategies to help them learn 
music. When I asked whether her students with dyslexia had any technical or physical 
problems related to their disability, she responded,  
No. Actually, I found that they are some of the best students because it’s finally 
something that comes easy to them. Usually, they practice a lot and they go ahead 
and they’re just so happy to be able to accomplish something, that it seems that 
after conquering reading, when you are dyslexic, music is easy to them, and it 
really makes them happy and practice a lot.  
Visual impairment. Three of the teachers in this study said that at some time in 
their careers they had taught students with visual impairments or were considered legally 
blind. Ms. Kefer’s own son was legally blind, and her learning about his disabilities 
helped inform some of the decisions she made when teaching students with learning 
disabilities. For example, the use of a Velcro strip to scratch underneath a chair was a 
strategy to siphon off extra energy she learned from her child’s vision teacher. 
Mr. Battler’s Students With Specific Disabilities 
ADD/ADHD. Mr. Battler remarked about accommodating some of his sixth-
grade band students with ADHD. In this case the teacher was not informed of a 
diagnosis. 
In band class, the student does not understand that if there is a Bb, he will play a B 
even if I go around the entire class. He will continue to play the B and all of the 
other clarinets play the Bb. I will say, “No, you are different,” and he doesn’t get 
it. He doesn’t understand that he is different. Then he will show me the fingering 
for Bb. I asked the student to look at the key signature repeatedly. I went over the 
note several times and then I went around the room to see who had the wrong 
note.  
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Mr. Battler typically repeated the process about three times before the student looked at 
the key signature again and played the correct note. “He knew the correct note. He was 
not engaged, and his mind is always wandering around and not paying attention. He is 
not a detailed-oriented person either.” Mr. Battler maintained that students themselves 
revealed whether they took medication for ADHD; this was the only indication he had of 
the student’s diagnosis. Mr. Battler was aware of other students in his band classes who 
may have had ADHD, and he noticed that those students learned differently from the 
remaining students. The teacher also mentioned that the other students in the clarinet 
section got frustrated “because they make the clarinet section stick out and the students 
get reprimanded for playing the music wrong. I try to make the students understand that it 
is not easy music, and you need to be able to fit into that sound.”  
Mr. Battler has had more male students than female students diagnosed with 
ADHD. A study by Bauermeister et al. (2007) showed that “boys are more than twice as 
likely to be diagnosed with ADHD as girls” (p. 835). One of Mr. Battler’s female 
students requested that her parents test her for the diagnosis so that she could receive 
accommodations when taking standardized college entrance tests. Female students may 
be harder to diagnose than males with the disorder. A study by Biederman, Farone, and 
Monueaux (2002) concluded that “more research needs to be done to understand gender 
discrepancies in the occurrence of ADHD” (p. 1560).  
Mr. Battler also believed that students with ADHD struggled both in other classes 
and in turning in their homework. He stated that the problems of students with learning 
disabilities had also crossed over into general academic classes, and he suggested that 
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some organizational problems existed with these students. 
Visual impairment. Mr. Battler spoke of a blind student he had taught and made 
accommodations for in band class. The discussion had begun with Mr. Battler expressing 
some frustration with the fact that some students with disabilities had left his school 
because they could not be accommodated. He had done his best to help this nearly blind 
student in band class.  
She was a fifth-grade clarinet player, and we did as much as we could do to 
accommodate her. In band class, we would blow up the music and make it easier 
for her to see. The clarinet was a bit hard for her to play, but her fifth-grade year 
was hard for her and the parents took her out of the school.  
He wrote further about his experiences working with this child: 
In order for her to learn new notes, I physically put her fingers on the keys. This 
was successful. She was able to keep up with the other fifth graders. The only 
additional help she received was checking the reed to make sure it was in the right 
place when assembling the instrument. She did get better over time (just like the 
other students).  
I asked him which resources he drew on to help him accommodate her; Mr. Battler 
responded that he did not have any help from anyone at the school and accommodated 
the student the best he could on his own.  
Exclusiveness and Inclusiveness 
Mr. Philis. The teachers said that certain students with learning disabilities were 
being excluded from their classes. Mr. Philis revealed that some students were not 
encouraged not to take band class in order to focus on their academic subjects. “A lot of 
times if students are not doing well in their general classes, then they are told that they 
don’t need to take band.” Did the teacher feel students were excluded from band class 
because of their special needs? Mr. Philis replied,  
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Not necessarily excluded, but discouraged, especially if there are behavior issues. 
A lot of times band directors don’t want to deal with it… I personally don’t have a 
problem with teaching these students in my classes.  
The music teachers in this study emphasized that they did not exclude students 
with learning disabilities and treated them like other students in their classes. Classroom 
observations of Mr. Philis also revealed his ability to understand individual students and 
showed the modifications of his teaching strategies that took into account the variety of 
personalities and learning styles. 
Mr. Philis also expressed his concerns about scheduling. His principal had 
experimented with two schedules during the school year. The first, at the beginning of the 
year, scheduled Mr. Philis to teach large band classes. He described his frustration with 
teaching students with learning disabilities in these classes: 
Those classes were very large. They were very unmanageable because you had 
multiple students who were not interested in participating at all. Then, secondly I 
would have two or three students with ADHD and other learning disabilities in 
one classroom and it compounds problems because you cannot get kids to be 
quiet. Therefore, the large class sizes were a detriment to helping me teach 
students with learning disabilities.  
The second schedule the principal experimented with was more successful. Students were 
placed in classes by grade level and by gender. The classes I observed were small, 
ranging from 15 to 20 students per class.  
When I interviewed all four teachers about students with learning disabilities, 
three replied that they held them to the same expectations and standards as other students. 
Mr. Philis’s response to this query is illustrative.   
They are slow catching on to concepts, then sometimes they take solace in the fact 
that this is new to everybody, and band is a great equalizer, and it doesn’t matter. 
You could be a B student in algebra and be first-chair trumpet, and you can be 
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valedictorian and be last chair clarinet. It matters how much work you put into 
learning and how much you focus on making music.  
Ms. Kefer. Another challenge related to inclusion is how best to schedule 
students with learning disabilities into music classes. Ms. Kefer discussed this in her 
interview; she suggested that students with learning disabilities should not be placed 
together into one class but rather integrated into classes with peers with mixed abilities. 
Ms. Kefer believes that  
with their disabilities comes behavior challenges. Sometimes it’s hard for them to 
control themselves when surrounded by others who also have difficulty 
controlling themselves. So it is better to have them spread out and then I can focus 
on that one student with the disability more.  
Being placed in a class of students with mixed abilities might benefit a child with 
learning disabilities.  
Mr. Battler. The case of Mr. Battler’s institution shows how a school’s academic 
philosophy can exclude students with disabilities. An interview with a student participant 
revealed that Mr. Battler’s school had an academic philosophy that all students must 
adhere to the same standards and high expectations. Mr. Battler explained, “In a private 
school setting, we do not modify the curriculum in any way for any student. Basically, we 
are trying to keep the bar set high and here are the expectations of where you ought to 
be.” He also volunteered that some students with disabilities had had to leave the school.  
This information also demonstrates why faculty may be discouraged from 
modifying or accommodating students with learning disabilities. During classroom 
observations, Mr. Battler treated all of his students equally in the band ensemble. 
  
123 
Students said that they could not modify their instrumental parts and were evaluated 
equally with their nondisabled peers. 
Medication 
Ms. Kefer. Another problematic issue revealed in this study was the fact that 
most of the students diagnosed with ADD and ADHD took medications. Teachers 
encountered significant problems in the classroom when these students forgot to take 
their medication. Ms. Kefer stated that while medication is necessary for students with 
ADHD, sometimes the medication is withheld by parents or not regulated properly, 
which can create a reverse side effect. Ms. Kefer said, 
Students with ADHD are extremely challenging; some of them are on the extreme 
end. I think that this is really sad, while I am not a proponent of using medicines 
for anything, even headaches, but sometimes I think that children with ADHD 
need the medicine, and I think that it is really sad when parents don’t give it to 
them.  
Ms. Kefer believed that neither withholding ADHD medication nor overmedicating a 
student is in the best interest of the child. Classroom observations of Ms. Kefer revealed 
that the students with ADHD who were medicated did indeed present behavior problems 
in the classroom. Ms. Kefer observed that first, parents did not give their children 
medication because they did not find using medication helped their child; second, parents 
were not organized enough to administer the medication on a consistent basis; third, 
parents tried experimenting with the dosages; and lastly, parents gave the students the 
medication without consulting doctors. 
I asked Ms. Kefer how she knew whether one of her ADHD students was off of 
his medication. She stated, 
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He is off the wall when he is not medicated. When he has it, he can focus. But 
when he doesn’t, he knows that he cannot concentrate. This student will also try 
to get away with [not] taking the medication.  
Illustrating a different issue about medication, Dylan had been slowly taken off his 
ADHD medication without the teacher’s knowledge. In the second observation, I noticed 
that he was more frequently off-task. For example, he would stand up and move around 
the room, ask to go to the bathroom frequently, and talk to his peers. Dylan was not 
disruptive to the class when he exhibited this behavior, and his music teacher perceived it 
as normal. I asked Dylan about his classroom behavior. “Today you did a lot of walking 
around the classroom. Is there a reason why you walked around the classroom?” He 
replied, “No. No particular reason.” “Do you like to walk around?” He responded, “I like 
to stand up and stuff.” When asked “Do you feel better when you do that?” he replied, 
“Yes.” 
In this particular case, whether the teacher realized it or not, allowing the student 
to walk around was an accommodation to meet the needs of a student with ADHD. As an 
instrumental music educator myself, I thought that this situation could be perceived as a 
disciplinary issue. Although the accommodation that Ms. Kefer made for Dylan was not 
intentional, it gave Dylan the physical relief he needed in order to refocus himself. Ms. 
Kefer was using her adaptive expertise in that she understood this student’s behavior. On 
the other hand, the classes were long for middle school courses, lasting over an hour. 
Dylan needed to stand up and move in order to release some energy so that he could 
refocus.  
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Mr. Battler. Some students did not take their medication, which became 
problematic for the teachers. In the case of one of Mr. Battler’s students, the medicine 
wore off during nighttime football games. Success came when a doctor prescribed a low-
dosage medication that the student could use at night. Mr. Battler explained,  
The first student plays the saxophone; if he is not on his medication, especially 
late at night, he becomes fidgety in the sense of wanting to know what comes next 
… So they found a medication that he could take in the evening that would be a 
low dosage that would calm him down more than anything else.  
Mr. Battler described a scenario typical for marching band teachers whose rehearsals 
occur after school hours and include performances at football games and competitions 
ending late in the evening. According to M. E. B. Lewis et al. (2013), modifying the use 
of medication for ADD/ADHD can improve an individual’s ability to focus and learn. 
This situation is relevant because most music educators spend many hours working with 
students before and after school, and it highlights the problems of an ADHD student 
needing additional medications to help him succeed in marching band. 
Interviews with Mr. Battler, as well with students at his school, revealed that 
students were reporting both to their teachers and to other students the fact that they were 
off their medications. Mr. Battler said medicated students would “talk about it to their 
peers,” and overhearing this was sometimes the first time Mr. Battler discovered the 
student had been prescribed medication for ADHD.  
Students interviewed during this study spoke openly about their experiences being 
both medicated and not medicated while in music class. Anthony mentioned that he 
rarely forgot to take his medication. I asked him what happened when he did forget to 
take it.  
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[W]hen I don’t take the medication, I can remember that I cannot focus on 
anything. In subjects like band I can sort of focus, but in subjects like math I will 
be doing everything but that subject.  
Anthony’s interview was scheduled before my interview with his teacher, which gave me 
an opportunity to discuss his situation with Mr. Battler. He described Anthony’s 
“[becoming] fidgety in the sense of wanting to know what comes next, and I do get 
worried about him not being on his medication.” Thus, his teacher saw Anthony 
constantly moving his body in his chair, as well as becoming anxious and wanting to 
know—or trying to predict—which activity came next in a lesson. Mr. Battler said that 
Rudy “is a lot more energetic when he is not medicated.” Mr. Battler also reminded me 
that instrumental music is a tactile, hands-on subject that allows students with ADHD to 
flourish because they always have something to do. 
Lesson Plans 
Lessons plans showed the structure of lessons, goals, and the various activities for 
each class period. One teacher made lesson plans specifically for my observation of his 
classes; his school did not require him to write such plans. Curricular documents and 
course syllabi also helped to inform the theoretical framework of UDL for this study. 
Teachers designed the order of musical concepts and activities to be taught sequentially 
throughout the school year. Lessons engaged students in learning meaningful material 
that related to music theory, music history, writing music, listening, and performing.  
Rapport With Students 
 Throughout classroom observations it was evident that the teachers interacted 
well with their students and, to try to understand their learning disabilities, had developed 
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a good rapport with both them and with their parents. Teachers used this information to 
make the material accessible and fit an individual student’s learning style. Instructional 
activities were then designed with this background knowledge in mind. Challenges and 
motivational strategies that provided various kinds of engagement worked in conjunction 
with other UDL principles, as some teachers appeared to apply them simultaneously and 
cohesively. 
The teachers were able to describe the students’ learning disabilities, as well as 
the accommodations provided. Mr. Berres provided insight into the importance of teacher 
rapport in a relationship with an autistic student. He needed to make the student feel 
comfortable working with him and made efforts to ensure he could interact appropriately 
with the student. Teachers dwelt on accommodations to help students with ADHD and 
emotional disorders. For example, Mr. Battler employed a variety of methods to maintain 
the focus of his two student participants, including alternative instructional techniques, 
repeating instructions or directions, and visually demonstrating articulation and sound.  
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CHAPTER 5: DISCUSSION OF THE STUDY AND ITS IMPLICATIONS 
 Over the course of this study, I investigated the lived experiences of secondary 
instrumental music teachers instructing students with learning disabilities. The data I 
collected provided a clearer understanding of the experiences of teachers and students 
with learning disabilities with the aim of informing better teaching practices and policy in 
secondary instrumental music education. Reflective thinking and storytelling provided a 
unique perspective for teachers and students to articulate their perspectives on teaching 
and learning. Data focused on teachers’ experiences with students and on which factors 
influenced the instruction.  
 Phenomenological inquiry into teacher and student experiences helped show 
factors related to teacher accommodations, and how the accommodations aligned with 
aspects of Universal Design for Learning (UDL). Types of data I collected included 
teacher and student interviews; teachers’ responses to reflective e-mail journal prompts; 
classroom observations; and artifacts such as lesson plans, syllabi, and Individual 
Education Plans (IEPs). The four secondary instrumental music educators lived in three 
different states; taught in public, charter, and private schools; and possessed varying 
years of experience and job descriptions. The five student participants varied in their 
learning disability, age, and their musical instrument.  
 This chapter will discuss the findings and implications of this study. The first 
section relates to the research questions; other findings refer to the experiences of 
teaching students with learning disabilities. The second section will present implications 
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and will focus on how this study can inform policy makers, administrators, preclinical 
teachers, and teaching practices. 
Findings 
How Teachers Accommodated Students With Learning Disabilities 
The accommodations for students’ learning disabilities varied depending on the 
severity of the disability and on how much students had already learned to cope in the 
music classroom. A few teachers indicated that some students with learning disabilities 
were nearly indistinguishable from their peers, requiring little need for accommodation. 
Conversely, other students with learning disabilities needed accommodations that 
included individual attention either from the teacher or from another student.  
 Students with attention deficit disorder (ADD) or attention-deficit/hyperactivity 
disorder (ADHD) needed to be kept on task, and music teachers employed a variety of 
strategies to maintain their focus in class. Successful teaching strategies for such students 
included employing visual aids, using proximity control, constantly keeping students 
playing their instrument, and giving them something extra to fidget with so that they 
could maintain their focus. Teachers reported that students with ADD/ADHD were the 
most frustrating of the students with learning disabilities they taught. During my 
classroom observations, this frustration was occasionally revealed in the teachers’ facial 
expressions and in one example of a loss of temper. 
Why Teachers Made Accommodations for Students 
Public school teachers are required to make accommodations for students with 
learning disabilities due to federal mandates. The Individuals with Disabilities Education 
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Act (IDEA, 1975, 2004) does not apply to private schools, however, which means that 
children with special needs in these settings have no rights to special education and 
related services. Depending upon the state and school district, the state may choose 
whether to provide these services (Altshuler & Kopels, 2003). Private school music 
teachers, therefore, are at a disadvantage with such students. Mr. Battler did not have the 
proper information and support to help students with special needs, nor did the school did 
not provide assistance to students with special needs. Some students with special needs 
had left the school to seek services elsewhere. 
Teachers in this study received very little guidance from the IEP or from other 
documents designed to help teachers accommodate students with learning disabilities. 
This is because the information contained in the documents does not specify 
accommodations and modifications related to teaching music. Some private schools use a 
process similar to an IEP. Other private schools, however, do not have such a process, 
leading the music educators to calculate on their own how to accommodate students with 
learning disabilities.  
Undisclosed diagnoses of students, as well as awareness of prescribed medication, 
were significant teacher concerns. They were frustrated with cases of such undisclosed 
diagnoses and with parents who had refused the school access to information about their 
child’s disability. Students with ADD/ADHD exhibited behavioral problems in music 
classes when they did not take their medication. They became out of control and could 
not focus on the subject matter. Students with learning disabilities were engaged in both 
large and small groups, as well as in individual lessons. Some teachers noticed that 
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certain students with learning disabilities needed to be monitored; they could easily 
become frustrated and often lacked organizational strategies to stay focused.  
 Mr. Berres and Mr. Philis had incorporated their personal experiences with 
learning disabilities to inform their teaching. Ms. Kefer relied on her experiences with her 
own child with disabilities to guide her teaching. Teachers had previously taught students 
with learning disabilities, ADD/ADHD, reading problems, and dyslexia, as well as those 
with other special needs including autism and visual impairment. Teachers said that they 
rarely got assistance from parents suggesting accommodations or strategies. The teachers 
relied upon their personal experiences and instincts to negotiate teaching these students. 
Maintaining a good rapport with students with learning disabilities did, however, allow 
music teachers to better accommodate those students, and in some cases students and 
teachers worked together to find appropriate accommodations and modifications. 
How Teaching Practices Aligned With Universal Design for Learning. 
Inclusive classes provided a venue for the music teachers in this study. Teachers 
employed all three principles of UDL. The teachers in some cases constructed their 
lesson plans for students with learning disabilities. The students were rarely aware of 
specific interventions or adaptations teachers had made to accommodate a learning 
disability. Most of the students, however, revealed that general teaching techniques 
aligned with UDL helped them learn. For example, the prevalent themes in this category 
were repetition, teacher modeling of examples, verbal cues, visual cues (like pointing), 
movement of the teachers’ hands, and information on the board.  
Students in this study were included in the music classroom and treated by their 
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teachers like other students. Teachers said they held the same standards and expectations 
for students with learning disabilities as for their other students. The standards, goals, and 
expectations that these music teachers set for students were meant to challenge and hold 
them accountable for their education (Jellison, 2012).  
First principle. Teachers employed the first principle of UDL, representation, 
through visual aids, multiple formats, understanding the student’s background 
knowledge, physical movement, and humor through storytelling. Visual aids were 
obvious in most of the classrooms: Posters were displayed that related to character 
building, music theory, and instrumental fingering charts. Ms. Kefer actively used 
posters, some of which were color-coded, as a visual aid for her students by pointing to 
help maintain focus and to help students understand her ideas.  
I observed all the teachers using a variety of strategies specifically intended to 
accommodate students with learning disabilities. Their strategies included singing or 
playing an example to help clarify a musical concept. The use a baton or a pencil was 
also effective to helping students pay attention and focus or to help explain a concept. 
These data align with UDL’s first principle in that they help students recognize 
information and put it into context (Rose & Meyer, 2006). 
Second principle. The second principle of UDL, action and expression, was seen 
through the interactions among students, teachers, faculty, administrators, and staff, all of 
whom created an environment accessible to students with learning disabilities. Teachers 
found a variety of methods to get students to express themselves. These included 
repeating and modeling, giving students feedback on a continual basis, and providing 
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students with techniques and strategies to regulate their own practice. Students with 
learning disabilities were generally able to work well in small groups with their peers, 
and they agreed with their teachers this was a workable strategy. According to Jellison 
(2012), apprenticeship is an effective method. These social interactions are important to 
students; they make the students feel included in all aspects of the class. This highlights 
the importance of self-determination in music students so that they “feel safe and secure, 
and where they experience autonomy, demonstrate competence, and make decisions 
about music, music-making, and other music activities in their lives” (Jellison, 2012, p. 
67). Three of the music teachers except used this strategy on a regular basis. Mr. Battler, 
the exception, employed group learning primarily during marching band. 
Mentoring and apprenticeship were important in this study as effective teaching 
techniques. The success of such peer interactions is similar to that found in several 
inclusive research studies (Gilberts et al., 2001; Jellison, 2002; Jellision, Brooks, & Huck, 
1984; Madsen et al., 1988). Some students with learning disabilities became frustrated, 
however, when they worked independently as well as in group settings due to their 
inability to focus or to quell their anxiety in class. In addition, students with learning 
disabilities have been found here to lack organizational strategies; teachers have been 
successful in helping students resolve those issues. Teachers fostered both leadership in 
other students and apprenticeship in students with learning disabilities. The collaborative 
efforts described here show various situations in which students were paired with more 
experienced music students. According to Jellison (2012), this strategy allows students 
with learning disabilities “to demonstrate what they know” (p. 70). Teachers said that 
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students with learning disabilities have normal interactions with their peers, although 
some of the other students become frustrated with their behaviors.  
All of the teachers incorporated collaboration in various forms as a teaching 
strategy. Repetition was utilized most often; music teachers asked students to isolate and 
practice sections of music in order to solve rhythmic and melodic problems. Teachers 
gave verbal feedback to students on a continual basis throughout the class period. Some 
students in this study absorbed that feedback to regulate their own practice. Anthony’s 
annotating his music was important in helping him stay focused during class. He said that 
Mr. Battler would stop the band from playing and have students use their pencils to circle 
a note, accidental, or rhythm to help them play correctly. Anthony could apply this 
technique to practicing his instrument at home. Teacher feedback was corrective, usually 
either neutral or negative. As students progressively improved or achieved a solution to 
an isolated problem, teachers gave either neutral or positive feedback. 
This investigation can be compared with McCord’s (1999) finding that students 
with learning disabilities had trouble understanding musical concepts. Both students and 
teachers indicated in my study that rhythmic, tempo, and fingering problems were the 
most significant issues students faced. In addition, students did not always seek out their 
teacher for help. Some students worked with a private instructor asked for help from a 
peer before going to the teacher, or preferred to work individually before requesting 
assistance from a teacher. Dylan wanted a self-guided format so that he could learn at his 
own pace. He had problems interacting with his peers, however, as Ms. Kefer noted. 
Nicholas also had difficulties with his peers and preferred to work by himself. Classroom 
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observations confirmed that Nicholas interacted very little with peers in his bass section 
or with other students before or during class. This could indicate that students with 
learning disabilities prefer individual learning and isolation because of their inability to 
socialize with other students in addition to their need to focus without distractions by 
their peers. 
Third principle. The third principle of UDL, engagement, provided insight into 
how teachers and students interacted with one another. The process of engagement 
revealed that collaboration and individual work rewarded and motivated students. 
Nicholas’s collaboration with his peers helped him learn how to interact with other 
students. Socialization offered Nicholas a way to reduce his anxiety.  
Student participants were able to describe their own modifications in order to 
function in the music classroom. For example, some students would take practice 
strategies taught by their teachers in class and apply them to their individual routine. This 
interview data indicated students were employing the UDL strategies to motivate 
themselves to become better musicians. These strategies, according to Rose and Meyer 
(2006), pertain to expression and engagement through practice, choices students can 
make in the learning process, adjustments of levels of challenge, and the intrinsic rewards 
from learning music that motivate them to become better musicians. 
Teachers employed a variety of instructional strategies that aligned with UDL 
despite their not having been specifically trained in UDL. The music educators in this 
study solved problems due to their familiarity with pedagogical techniques that allowed 
them to improvise and change strategies. Students were successful in music because their 
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teachers made learning accessible. Inclusive music teaching practices in some cases were 
arrived at through a teacher’s philosophical approach; this allowed the teacher to 
accommodate their students’ learning differences. 
Through its three principles as a structure for teaching, UDL allows for teaching 
practices that challenge students with learning disabilities, while keeping the students 
interacting with their peers and tailoring adaptations to fit their needs and abilities. I 
agree with Westwood (2015) that the teaching philosophies of differentiation of 
instruction and UDL are similar. An argument could be made, however, against these 
similarities since facets of UDL are unique and are already used in music classrooms. 
Music teachers may not have learned these concepts during their own education training, 
but rather during the experience of learning to become musicians. These techniques and 
strategies have become part of their teaching habits. Such interactive musical 
experiences, as well as student teaching at the undergraduate level, were the primary 
basis for informing the music teachers’ “adaptive expertise” in this study (Cochran-Smith 
et al., 2008). 
Teacher Training 
 Teaching students with learning disabilities can be challenging and problematic 
for music educators (Hourigan, 2009). Most teachers in this study were prepared at the 
bachelor’s and master’s degree levels with coursework in special education, although one 
participant did not receive any instruction in this area. Music teachers took preclinical 
special education classes and music education classes that related to teaching students 
with special needs. Teachers had not received any specific in-service training, however, 
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in the area of special education, and only the most experienced music educator admitted 
in her interview that she actively sought solutions to problems in teaching students with 
learning disabilities through her own research.  
Individualized Education Plan  
IEP documents are supposed to guide educators who teach students with learning 
disabilities. In this study the public school music teachers were minimally involved in the 
IEP process, which is consistent with research by Shelfo (2007). In some cases, neither 
the school nor the parents informed teachers in this study about students who were 
learning disabled, thus causing the teachers frustration. This situation confirms previous 
research by Atterbury (1998) that music teachers in most schools are not made aware of 
students with disabilities in their classes.  
The lack of IEPs and knowledge of whether a student was learning disabled 
forced some music educators to inquire themselves about students they suspected of 
having learning disabilities, and leading them to devise their own instructional strategies. 
This data is consistent with the findings of Shelfo (2007) and Haaland (2011), but it is 
remotely possible that giving more support to music educators might have interfered in 
the process of helping these students. One study by Darrow (1999) concluded that this 
kind of assistance did not help music educators teach students with disabilities. Darrow 
reasoned that paraprofessionals did not have the expertise in music to solve specific 
problems related to teaching music. Others have not duplicated Darrow’s research, 
however. In any case, teachers in this study indicated that they had had no help from 
paraprofessionals or special education coordinators. 
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The inclusion of students with disabilities in this study is consistent with the 
research conducted by Brown and Jellison (2012) in that most music educators here had 
encountered students with a variety of special needs, from ADD/ADHD and dyslexia to 
autism and vision impairments. Only Mr. Philis disclosed that students with learning 
disabilities and other special needs were excluded from band class. As mentioned above, 
those students had been encouraged to take other classes that would better facilitate 
improving core academic skills, such as reading and math. 
Accommodations and Adaptations. 
Interviews revealed that teachers in this study took into account a student’s 
accommodations even when the school did not provide them. Their lesson plans did not 
indicate accommodations for students with learning disabilities. In my classroom 
observations, however, it was clear that instructional accommodations were being made 
for students with learning disabilities. The teachers incorporated a variety of teaching 
strategies–from keeping a student’s focus to adapting assessments and written work.  
From my classroom observations, teacher interviews, and teacher reflections, it 
was clear that teachers employed the adaptations and converted those into strategies to be 
applied to students. Individual accommodations for students with learning disabilities in 
this study were accomplished as needed by certain modifications. Teachers’ interviews 
and reflections indicated that they were making specific accommodations for students 
with learning disabilities, which demonstrated that teachers reflected on their teaching 
practices and adjusted their strategies.  
Data from teachers also revealed that accommodations and modifications for 
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students with learning disabilities went beyond academic adaptations. Helping students to 
manage and regulate their behaviors was as important as aiding students to focus and 
learn to their highest potential.  
Differentiation of Instruction. 
All of the teachers in this study employed differentiation of instruction. This 
strategy correlates to studies such as those by Bender (2012), Mayberry and Lazarus 
(2002), Tomlinson (1999), and Westwood (2015), all of which described this method of 
instruction and its classroom approach. Mr. Berres implemented this instruction in his 
assessments, evaluations, and by rehearsing students in separate groups. Mr. Philis 
employed large and small rehearsal groups, used cooperative learning by placing students 
into similar ability groupings, and giving instruction of music theory, and incorporated 
music technology to aid students in practicing at home. Ms. Kefer altered music parts for 
students during rehearsal by reducing rhythmic complexities and smoothing out melodic 
phrases, engaging students in cooperative learning, and modifying lessons to fit their 
needs. My observations revealed multiple activities occurring simultaneously in most of 
the classrooms; instructors set goals and expectations for these activities. Westwood 
(2015) described differentiation as a “tailored approach” (p. 203) to instruction to help 
students with learning disabilities.  
Students’ Emotions 
Student participants encountered anxiety and frustration, and these emotions were 
associated with their lack of social skills. Nicholas, who had a variety of learning 
disabilities, admitted that he had had to learn to get control of his disabilities. He 
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described his personal experiences battling bipolar disorder and mentioned taking lithium 
as one treatment that helped. Nicholas spoke of not being able to control his emotions. In 
the context of this study, his experience relates to research by Bauminger et al. (2005), 
Bauminger and Kimhi-Kind (2008), and M. E. B. Lewis et al. (2013), all of which noted 
a social-cognition problem for students who sometimes cannot understand their emotions. 
Nicholas also underwent a great deal of therapy and participated in other programs that 
helped him learn about and live with his disability.  
 Understanding the students’ emotions and how those emotions play out in a 
musical education environment shed light on why other students with learning disabilities 
may feel frustrated or anxious. Nicholas was annoyed at being corrected by his teacher. 
These interactions between the student and the teacher created anxiety and illustrated 
how his worrying could inhibit progress. The teacher was aware of his learning 
disabilities, but perhaps not to the degree to which this student experienced them. 
Teachers revealed that some students had anxiety issues related to learning music, 
and one student mentioned her rhythmic and tempo problems. This information is 
consistent with the sparse research in the area of rhythmic perception and students with 
dyslexia in music education (Atterbury, 1985; Overy, 2003; Wolff, 2002). The teaching 
participants noted similar problems with students with ADHD, specifically with rhythm. 
In addition, research studies by Ditchfield (2001b) showed that students with dyslexia 
lack the ability to build on previous knowledge and make progress. This study relates to 
Mr. Berres’s discovery of a student’s dyslexia. After the student had struggled for many 
classes, his parents informed Mr. Berres that their child had a learning disability. 
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Medication and Social Issues 
One challenge of teaching students with learning disabilities included frustration 
with students, such as those with ADD/ADHD, who were medicated or exhibited 
behavioral problems when not on their medication. Haaland’s 2011 study concluded that 
music educators might not be able to manage the classroom behavior of students with 
special needs. In this present study, however, Ms. Kefer did not experience any 
behavioral problems with students with learning disabilities, but she was aware that 
during recess Dylan interacted badly with his peers. Ms. Kefer stated, “On the 
playground, Dylan might say something that he will blurt out in his frustration, and he’ll 
get in trouble for that.” Bloom and Heath’s (2010) and Schneider’s (2008) findings 
supported the idea that the reactions of students with learning disabilities may be 
inappropriate and cause them to interact less frequently with peers and teachers. The 
teachers admitted that the social abilities of each student depended upon the student’s 
personality. They noted also that those students with ADHD had social problems that 
inhibited their ability to work well with other students. Research by M. E. B. Lewis et al. 
(2013); Marten, Piek, and Hay (2006); and Pennington (1991) found that social 
interactions can be challenging for students with learning disabilities, especially those 
with ADHD, because the students lack problem-solving strategies. 
While teacher participants believed that students with learning disabilities 
interacted and socialized normally with their peers, some of their reflections to e-mail 
prompts, as well as my classroom observations, appeared to contradict these notions. 
Student participants sometimes socially isolated themselves so that their peers could not 
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distract them. One student in the study took medication for social anxiety. Social 
interactions have been shown to be difficult for students with learning disabilities, 
especially those with ADHD (Bauminger et al., 2005; Bauminger & Kimhi-Kind, 2008; 
M. E. B. Lewis et al., 2013).  
The music teachers were aware through past experiences that students with 
ADD/ADHD posed problems in the classroom, and these teachers worked with students 
on an individual basis. All of the music educators indicated a good rapport with their 
students in their e-mail reflections and in my classroom observations. Music teachers, 
therefore, came to understand each student’s disability as it related to his or her 
personality. Teachers believed that by treating students with learning disabilities the same 
as other students, they were able to maximize the student’s potential.  
Application of UDL Principles. 
The results of this data indicate that the teachers in this study applied UDL’s third 
principle, multiple means of engagement. This principle specifies that teachers and 
students engage with one another to motivate and challenge the students. Maintaining a 
good rapport with students and working with them on an individual basis showed that 
these teachers knew how to adapt and deliver instruction through the first of the UDL 
principles, multiple means of representation. Teachers presented musical concepts to 
students by first being aware of a students’ previous knowledge and then by developing a 
variety of ways to present the examples. Music teachers utilized visual aids and modeled 
by playing musical instruments and by clapping and singing. The use of repetition and 
modeling indicates that music educators employed the second principle of UDL, multiple 
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means of expression. Teachers employed a variety of musical activities in a class period 
that allowed students to express their understanding of the musical concepts. During my 
classroom observations, the pace of classes and rehearsals was continually changing, and 
teachers often gave students corrective feedback.  
Although the teachers did not at the time teach students with autism or visual 
impairments, their past experiences teaching such students showed that they knew how to 
accommodate other special learners. They were able to include these students despite the 
additional help some of them needed with coordination in playing their instrument. Mr. 
Berres noticed some motor problems with a student with ADHD. This observation 
correlates to research by Marten et al. (2006) that suggested these students could have 
difficulty in this area. Over time and with the appropriate accommodations Mr. Berres 
implemented, the student was successful. Similarly, several teachers in this study 
achieved success with students with learning disabilities after they found the right 
accommodations.  
 Teachers in this study who taught students with dyslexia reported making 
accommodations in helping these students play their instruments. Because some of the 
students had impaired visual and processing capabilities (Foreguard et al., 2008), the 
teachers successfully taught these students by altering the size of music notation, color-
coding notes, and writing the letter names under notes. These strategies also correlate to 
techniques described in studies by Ditchfield (2001b) and Hubicki and Miles (1991).   
In most cases, teachers were able to identify the students’ problems and prescribe 
adaptations or modifications to help them. General teaching practices therefore assisted 
  
144 
teachers who understood that all students in their classes learned differently. Teachers 
accommodated students by adapting material to be presented and modifying other 
materials. They made frequent adaptations throughout a lesson. Some accommodations 
centered on teaching students to adjust their behaviors to become more focused and 
organized in order to produce less stress. Teachers tried to understand the behavior of 
their students, but they might not have always been aware of the extent of a disability. 
Classroom culture aligned with teaching strategies and specific accommodations helped 
students with learning disabilities succeed.  
Implications  
 The present study is significant both for music education and for special 
education. The implications for researching secondary music for students with learning 
disabilities provided a deeper understanding of how teachers can better serve students 
with learning disabilities. The stories of teachers’ and students’ experiences document 
what we already may know about teaching students with learning disabilities. The limited 
scope of the data, because of the size of the study, provides an opportunity to address 
policy makers, administrators, teacher training in special education, and to make 
recommendations for practicing teachers. 
Policy Makers 
 This aspect of this study that may inform policy relates to the mandates of 
inclusive classrooms in IDEA. Because data revealed that not all students with learning 
disabilities had access to instrumental music classes in public schools, music education 
policy makers should review state and district policies that exclude students from music 
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classes because of deficiencies in reading or math related to Annual Yearly Progress 
(AYP) in some states. Some states provided more money to public schools serving 
students under the IDEA.  
 The student profile of Dylan in this study highlighted that his identification as 
having a combination of learning disabilities would have classified him with a diagnosis 
of Asperger’s Syndrome in another state. Policy makers should work to maintain the 
consistency in the definition of a learning disability and apply consistency to the process 
in which such a student is identified. Because teachers in this study indicated that they 
were frustrated due to not having been notified of students with learning disabilities, 
policy makers should devise an efficient identification system. It could be implemented 
in schools in order to provide teachers and students with better services, funding, and 
support. Since private schools do not adhere to the mandates of IDEA, and in one case in 
this study a school excluded students from receiving accommodations for their learning 
disabilities, policy makers should investigate best practices for private institutions to not 
discriminate against students with disabilities. 
  The IEPs provided limited insight into helping music educators accommodate 
students with learning disabilities. Teachers were not involved in the IEP process and 
indicated that the IEP documents in any case were not specific enough to help them adapt 
or modify lessons. Lesson plans did not specify how to make accommodations for 
students. Teachers, however, did include students with learning disabilities in all 
classroom activities and were making accommodations for these students (except in the 
case of Mr. Battler).  
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Because public school music teachers indicated that counselors and administrators 
were the primary resource for IEPs, and that the teachers had limited involvement in the 
IEP process, policy makers should investigate whether all schools have properly 
credentialed personnel who can provide such services to students, parents, and teachers. 
The lack of involvement of teachers in the IEP process indicates a noncollaborative 
process in which teachers had no input to help identify goals and accommodations, as 
well as no feedback regarding students’ academic and social progress. Policy makers 
should try to ensure consistency in the IEP process so that all teachers are included. 
 This study further indicates that music educators needed more time to work with 
students with learning disabilities on an individual basis. Policy makers should ensure 
that teachers receive adequate assistance and planning time in order to facilitate the needs 
of students with learning disabilities. Policy makers need to ensure that teachers receive 
both preservice and in-service training to teach students with learning disabilities in order 
to receive their teaching certificates.  
School Administrators 
School administrators, such as school board members, supervisors, school 
principals, and department chairs, should help teachers by providing them with in-service 
learning opportunities and other resources. Interventions for students with learning 
disabilities require a variety of school personnel including special education coordinators, 
counselors, and trained administrators to document and provide these students with the 
help they need. A school culture should embrace these students with learning disabilities 
in a universal manner and provide academic and emotional supports to students and their 
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families. Some of the teachers in this study became frustrated teaching students with 
learning disabilities and tried to solve problems on their own. This indicated that teachers 
need the support of their administrators, counselors, and special education coordinators to 
solve problems through collaborative effort.  
As data from this study indicated, exclusion and discouragement of students with 
learning disabilities occurred by both music educators and schools; therefore, school 
administrators should be cautious as to how to implement reading, math, and gifted 
programs to avoid exclusion and discrimination. Since this study shows that students with 
learning disabilities can be successful in instrumental music classes, administrators 
should educate themselves on the benefits of music education. They should also try to 
understand the strengths of such students. All students benefit from music classes due to 
the variety of skills (academic, physical, social, and emotional) that studying instrumental 
music can provide (Jellison, 2012).  
Private schools are not required to abide by IDEA’s mandates and, for that reason, 
teachers in private schools might be discouraged from making accommodations for 
students with learning disabilities (as they were in this study). It was evident, however, 
that many students’ needs were adequately addressed when instruction aligned with 
UDL. Therefore, schools should implement UDL teaching strategies because these were 
appropriate for teaching students with learning disabilities.  
Interviews in this study indicated that IEPs or other documents that inform 
teachers of necessary accommodations provided limited insight into which 
accommodations could be made in the instrumental music classroom. Lacking 
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information or training, music teachers may not know how to make appropriate 
accommodations for students with learning disabilities. The accommodations and goals 
on IEPs should be crafted with care and updated as necessary with input from all 
teachers. Administrators and special education coordinators should provide music 
teachers with the help and support they need to interpret IEP goals and accommodations 
so they feel comfortable teaching these students. Administrators should also educate 
parents to understand their child’s IEP and the accommodations that teachers both can 
and cannot provide. 
That individual attention benefits students with learning disabilities and their 
teachers was an important finding of this study. Teachers may need more time in their 
schedule to help these students. A daily schedule that allows for more teaching time and 
planning may help in improving services for students with learning disabilities. 
Essentially, administrators should provide assistance and support to teachers to give 
students more individual help. Administrators should also work to supply adequate 
funding for special education programs in order to hire special education coordinators, 
paraprofessionals, and highly trained teachers to teach a diverse population of students 
with special needs. 
Training Teachers in Special Education  
 The results of this study should encourage administrators of colleges and schools 
of music and education to refine their curricula for teaching future music educators by 
helping them address the issue of instructing students with learning disabilities. Teacher 
training in special education should provide future music teachers with confidence and a 
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positive insight into understanding and instructing students with special needs. College 
professors should model good teaching practices and demonstrate modifications and 
adaptations in all, and especially performance-oriented, courses in music education. This 
will allow college students to learn teaching strategies by being immersed in a culture 
that embraces students’ differences. Awareness of their learning differences is important 
due to the significant number of undiagnosed students with learning disabilities. Future 
teachers need an understanding of how to accommodate these students not only on an 
academic level, but also on a social and emotional level. Creating a caring and nurturing 
learning environment that embraces social awareness for others may enhance learning, as 
well as provide an outlet to reduce stress for those students with anxiety. 
Courses in special education should include how to read an IEP and how to 
interpret accommodations for academic subjects in order to make the appropriate musical 
accommodations. Teacher training should include both academic and social 
accommodations and show how they can be modified for instrumental instruction and for 
students of varying exceptionalities. The importance of using good teaching practices was 
highlighted in this study. 
Teachers in this study had limited or no training in instructing students with 
special needs. They made accommodations and modification based on their own teaching 
experiences with special-needs students and solved problems without the help of 
administrators, special education coordinators, or paraprofessionals. Music teachers 
might therefore need less training in special education. All but one of the teachers in this 
study, however, became frustrated with teaching the students with ADHD based on their 
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behavior. Future teachers may need training in specific learning disabilities such as 
ADHD.  
Since music teachers revealed that they encountered students with specific 
disabilities such as dyslexia, visual impairments, and autism, these areas should be 
covered in more depth in special education courses. Preclinical educators should also 
focus on which problems could occur with these students, how their disabilities could be 
hidden or not disclosed to teachers, and how certain disabilities are linked with one 
another. Teaching strategies should highlight ways to reduce anxiety and promote social 
and organizational skills.  
This study suggested that some music teachers held negative views toward 
teaching students with special needs and that music teachers did not include students in 
their music programs because of their disabilities. Such a finding implies that preclinical 
educators need to educate future teachers about the learning capabilities of such students 
and inform them of better strategies to suit the specific learning disorder. It also indicates 
the need for exposing student teachers to experiences with students with learning 
disabilities so that music teachers do not get frustrated or hold negative views towards 
them. 
This study indicated that visual and other reading aids were important in helping 
students with learning disabilities. Music education methods classes should provide a 
variety of resources to help future music teachers understand the importance of reading 
music and inform them of problems they may encounter. Future teachers should learn 
how to assess and evaluate a student’s progress using multiple means as indicated by 
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UDL. Teachers in this study got frustrated teaching students with learning disabilities, 
especially those with ADHD who had behavior problems. Music education majors should 
therefore enroll in courses in psychology that focus on behavioral modification 
techniques. Colleges and universities should try to provide future teachers with teaching 
techniques to help manage the behavior of students with learning disabilities, as well as 
provide insight and strategies into how to teach students to regulate their behavior.  
Teaching Students With Learning Disabilities.  
Teachers in this study indicated that students with ADHD were sometimes hard to 
keep on task. They also believed that a tactile, hands-on approach was important to 
keeping students focused. This implies that, because of the nature of its pedagogy, 
instrumental music teaching can be beneficial for students with ADHD. Choral and 
general music educators therefore need to learn other techniques about how to keep the 
ADHD students’ attention. Strategies could include physical movement, visual 
stimulation, or visual interpretation (by acting the music out in the students mind) while 
practicing or performing music.  
This study revealed that secondary instrumental music teachers encounter 
students with other exceptionalities such as visual impairment or autism. This suggests 
that future music teachers should have knowledge of how to teach and provide specific 
accommodations, modifications, and adaptations for these students. Profiles of those 
students involved in this study provide insight into how some students with learning 
disabilities may also have other disabilities (or in some cases may be gifted). 
Understanding the definitions and diagnoses of these disabilities by psychologists and 
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medical practitioners could provide educators with a variety of treatments that could be 
employed for teaching purposes. The collaborative effort from a variety of medical, 
psychiatric, and educational communities in several states should continue in order to 
educate and provide the general population an awareness of learning disabilities and other 
exceptionalities. At the present the National Joint Committee on Learning Disabilities 
meets yearly to discuss important topics related to learning disabilities. 
 Although parts of this study document what practicing music teachers might 
already know about teaching students with learning disabilities, they also reveal 
implications for secondary instrumental, general, and choral instrumental music teachers. 
This study suggests that secondary music teachers should be more aware of the diversity 
of their students. Teachers should seek resources from school administrators, counselors, 
and school district personnel and also attend workshops to further their knowledge of 
students with learning disabilities. Learning disabilities can be hidden at the secondary 
level, and teachers should be aware of undiagnosed students.  
Data in this study indicated that teachers were unaware of the extent of emotional 
disorders that students suffered. This implies that students may have such disorders and 
anxiety coexisting with their learning disabilities. Teachers in this study knew their 
students on a personal level and could recognize when students needed counseling from 
either them or an administrator. Therefore, practicing teachers should be proactive in 
knowing their students’ personalities so that they can provide them with emotional 
support. 
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Personal knowledge of students, individual attention, and teaching students for 
several years could help music teachers advocate for students with learning disabilities 
during IEP consultations. This information could also provide a wealth of resources in 
helping academic teachers find accommodations for these students. Practicing teachers 
need to be aware of those students who are medicated in their classes and provide 
feedback to parents and administrators about problems that may occur in their care. 
Parents for their part need to be honest with teachers and provide information about their 
child’s medications or disabilities so that music teachers can best help accommodate the 
child. Getting to know parents can sometimes provide a teacher insight into how to help a 
student with learning disabilities. Recognizing that a problem a student is having in 
another class may relate to a similar problem in the music class would require 
collaboration with other teachers. Teachers should periodically reflect upon how they 
teach students with learning disabilities in order to enhance their instruction. This would 
help them understand, monitor, and assess a student’s needs.  
Teachers may not have had proper training in strategies for accommodating 
students with disabilities, and data from this study indicated that teachers became 
frustrated with teaching these students and that some excluded or discouraged students 
from instrumental music classes. Good teaching practices that incorporate UDL can 
inform how music teachers and general educators can implement UDL’s aspects in order 
to better teach students with learning disabilities.  
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Recommendations for Future Research 
This study provided a limited view of understanding of secondary instrumental 
music for students with learning disabilities. Data from this study confirm what we 
already know about teaching students with learning disabilities, but they also present the 
how and why of the experiences of music teachers and students. Since administrators, 
counselors, and parents provide differing perspectives of how a student learns or the 
teacher teaches, a larger qualitative phenomenological study could provide better insight 
into these views. This study could help to inform policy on inclusive learning classrooms, 
the IEP process, and which accommodations teachers make in their classes for students 
with learning disabilities.  
This study included only four instrumental music teachers and five students. A 
larger qualitative study could supply information to policy makers, preclinical educators, 
and teachers. Another study would expand our limited knowledge of inclusive learning 
environments, show which competencies teachers need to teach students with learning 
disabilities, and demonstrate how and why teachers make accommodations, as well as 
identify which types of students with disabilities they serve. Broadening the scope of the 
study to choral music educators could provide strategies that are shared universally by 
music teachers as well as those exclusive to choral music education. Since instrumental 
music teachers were frustrated with students with ADHD, it would be interesting to see 
which strategies choral teachers use to maintain students’ focus.  
 Students with learning disabilities sometimes have problems with anxiety and 
other social and physical disorders. A study in choral music education might provide 
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insight into how a student with learning disabilities learns in that classroom. 
Inquiry for this study could focus on the need for understanding how music operates as a 
type of therapy that could relieve anxiety, promote improvement in speech, improve the 
reading of text, and identify the struggles a student may have with understanding 
concepts such as rhythm and pitch. The study could improve teaching strategies for 
students with learning disabilities and determine whether these strategies align with those 
used in academic areas outside of music. 
Since successful strategies to teach students with learning disabilities in this study 
aligned with UDL, chorus teachers and general education teachers might also be using 
strategies that align with UDL. A study could reveal a deeper understanding of teaching 
strategies for students with learning disabilities and might compare how and why teachers 
make accommodations. Research may show which subject area employs UDL-aligned 
strategies and how those could be applied to other subject areas that may not use UDL in 
their natural settings. An experimental study with a control group and a treatment group 
could reveal the effectiveness of UDL-specific strategies and how and why teachers 
might choose to implement them for teaching students. 
The number of participants of this qualitative study was limited, it took place in 
three states, and its limited scope all provided little data that could better inform how to 
teach students with learning disabilities. A broader quantitative study in secondary music 
education could help preclinical teachers understand which subject areas of special 
education should be presented in undergraduate music education courses, as well as help 
develop a curriculum that would service the students with the most prevalent disabilities. 
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Such a study could compare data from various states to reveal how they identify students 
with disabilities, how they hold teachers accountable for IEPs, which kinds of students 
with learning disabilities secondary music teachers instruct, as well as which secondary 
instrumental music ensembles have the highest percentage of students with learning 
disabilities.  
Music educators typically teach each student for longer periods of time than other 
subject teachers (3 to 7 years). Longitudinal studies could provide a wealth of knowledge 
regarding how students develop as musicians in an ensemble. A study of this nature could 
provide information about how teachers and students engage initially and mature over 
time and which adjustments made in students’ IEPs provide better services. The 
information could reveal information about parental involvement in disabled children’s 
musical education; the level of involvement from counselors, special education 
coordinators, and administrators; and how disabled children’s peers, teachers, and others 
perceive them at school.  
 Since physical education teachers also train students in specific physical skills, as 
do secondary instrumental music educators, a study that compares the instructional 
practices of secondary instrumental teachers with those of physical education teachers 
could inform teaching strategies. Such a study could provide information about the 
struggles a student with learning disabilities might have with coordinating physical 
movements. One could compare and contrast those accommodations that are most 
successful for students with learning disabilities. 
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 This study should serve as a basis to understand the teaching of instrumental 
music to students with learning disabilities. The implications from this study should 
inform policy makers, preclinical teachers, administrators, and practicing teachers of the 
problems and successes of teaching in an inclusive classroom. The stories teachers and 
students presented should contribute to discussions to further pedagogical progress in 
secondary instrumental music education. It could benefit research in phenomenology, 
music therapy, instrumental music education, and work being done on teaching music 
students with learning disabilities. 
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Appendix A: Letters 
Recruitment Letter 
Salvatore Vinciguerra  
XXX-XXX-XXXX 
svincigu@hotmail.com 
December 2013 
 
Research Study: Lived Experiences of Secondary Instrumental Music 
Teachers That Teach Students with Learning Disabilities.  
You are invited to participate in a research project about your lived experiences of 
teaching a secondary instrumental music student with learning disabilities. The purpose 
of this letter is to provide you with information about taking part in this study. Taking 
part in this study is voluntary. If you wish to participate in this study, please email or call 
using the information listed below. 
 
The person in charge of this study is Salvatore Vinciguerra, a D.M.A. student at Boston 
University. Salvatore Vinciguerra (“the researcher”) can be reached at XXX-XXX-
XXXX or svincigu@hotmail.com. If you have any additional questions about the study, 
you can contact the researcher or the Boston University IRB at (617) 358-6115. 
 
The purpose of this study is to find out how secondary instrumental music teachers teach 
students with learning disabilities. You are being asked to participate in this study 
because you are a secondary music teacher that teaches students with learning 
disabilities. About eight music secondary music teachers and eight students with learning 
disabilities will be taking part in this study at Boston University. Furthermore, you will 
be asked to help pass along information in order to recruit a secondary instrumental 
music student that you teach. The researcher will obtain consent from the parent or a 
student who is 18. The researcher will then get permission from the principal of the 
school in order to have the study take place on your school site. All questions regarding 
the study should be directed to the researcher. You (the secondary instrumental music 
teacher) and the student (the secondary instrumental music student with learning 
disabilities) will be interviewed and asked questions that are on the topic of this study. In 
addition, your classroom will be observed two times during a period of 15 weeks and you 
will be asked to respond to a series of reflective email prompts about teaching students 
with learning disabilities. 
 
This research study is not sponsored by any funding agency, but you will receive a gift 
card for participating. Furthermore, there are no particular risks associated with this 
study, and you will not receive any direct benefits from participating. The data you 
provide will be kept in Mr. Vinciguerra’s password-protected computer, and will be seen 
only by him, his advisor (Dr. Hourigan) and the administration of the BU IRB if 
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necessary. Your involvement in this research study may contribute to important 
discoveries about this topic. 
 
If you wish to participate in this research study, please email Salvatore Vinciguerra at the 
email address or call the phone number listed in this letter. In advance, thank you for 
considering participating in this research study in fulfillment of my doctoral dissertation 
from Boston University. 
 
Salvatore Vinciguerra 
 
 
Parent Letter 
12/18/2013 
 
Dear parent, 
 
You have previously indicated that you wish to have your child participate in a research 
study entitled Lived Experiences of Secondary Instrumental Music Teachers That Teach 
Students with Learning Disabilities. Please read the attached consent form, sign it and 
return it to your child’s music teacher. After the consent form has been received, the 
researcher will inform you as to the date that your child will begin the study. 
 
In advance, thank you for participating in this research study.  
Sincerely, 
Salvatore Vinciguerra, M.A. 
 
 
Principal Letter 
Salvatore Vinciguerra 
XXX-XXX-XXXX 
svincigu@hotmail.com 
December 2013 
 
Dear Secondary Principal: 
 
I am writing to ask permission to interview your music teacher, observe music classes 
held in your school, and interview an instrumental music student who has learning 
disabilities for a research project entitled Lived Experiences of Secondary Instrumental 
Music Teachers That Teach Students with Learning Disabilities. Interviews and 
observations will take place for this study during a 15 week period. The teaching 
participant and parent of the student participant will sign consent forms prior to the start 
of this study. 
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Interviews during this study will be audio recorded and last approximately twenty 
minutes. Furthermore, two classroom observations will be conducted that will last the 
duration of a class period.  
 
All information gathered from interviews, observations, and a collection of documents 
will be held in strict confidentiality. Therefore, the school’s name, location, and privacy 
of the teacher and the student participant will be protected by the maximum extent 
allowable by the law.  
 
If your school wishes to withdraw from participating once the study begins, you may 
withdraw at any time. Should you have any questions regarding this research study, 
please contact Mr. Vinciguerra at svincigu@hotmail.com. You may also contact my 
advisor, Dr. Ryan Hourigan, at XXX-XXX-XXXX. You may obtain further information 
about your rights as a research participant by calling the BU CRC IRB office at 617-358-
6115.  
 
In order for this study to be conducted in your school, the BU IRB requires that I have a 
short statement giving permission in an email sent to me at svincigu@hotmail.com. 
 
Thank you for your initial interest in this study. 
 
Sincerely, 
 
 
 
Salvatore Vinciguerra 
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Appendix B: Consent Form 
Protocol Title: Lived Experiences of Secondary Instrumental Music Teachers That 
Teach Students with Learning Disabilities 
 
Principal Investigator: Salvatore Vinciguerra 
 
Description of Subject Population: Secondary Instrumental Music Teachers and 
Students with Learning Disabilities 
 
 
Introduction 
 
Please read this form carefully. The purpose of this form is to provide the student 
participating in the research study with important information about taking part in a 
research study. If any of the statements or words in this form are unclear, please let us 
know. We would be happy to answer any questions. 
 
If the student has a question about the research or any portion of this form, please ask us. 
Taking part in this research study is up to you. If you decide to take part in this research 
study, we will ask you to sign this form. We will give you a copy of the signed form. 
 
The person in charge of this study is Salvatore Vinciguerra, a D.M.A. student at Boston 
University. Salvatore Vinciguerra (“the researcher”) can be reached at XXX-XXX-
XXXX or svincigu@hotmail.com. If you have any additional questions about the study, 
you can contact the researcher or the Boston University IRB at (617) 358-6115. 
 
Why is this study being done? 
 
The purpose of this study is to find out how secondary instrumental music teachers teach 
students with learning disabilities. You are being asked to participate in this study 
because you are a student with learning disabilities who plays a musical instrument. 
 
How long will I take part in this research study? 
 
We expect that you will be in this research study for fifteen weeks. 
 
What will happen if I take part in this research study? 
 
If you agree to take part in this study, you need to sign the consent form before we do any 
study procedures. 
 
We will visit your school two times to conduct an interview with you. Each interview 
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will take approximately 20-30 minutes to complete. Interviews will be conducted at your 
school during music class and/or before or after school. Questions in the interview will 
collect background information, information on how the music teacher teaches and how 
you learn in the music classroom. During the interview, you may refuse to answer any 
interview question. 
 
Classroom observations will also be conducted at your school during two classroom 
sessions that are between 45-90 minutes in length. Observations will occur during your 
normally scheduled music class and allow the researcher to observe how you learn. 
 
We will audiotape the interviews. The tapes will be stored in a locked cabinet and only 
approved study staff will be able to see the tapes. Recordings will be transcribed and 
destroyed in a few days after the recording is made. The researcher will remove any 
identifiable information when the recording is transcribed. The researcher will keep the 
recording files in a password-protected computer. 
 
We will audiotape the interviews. The tapes will be stored in a locked cabinet and only 
approved study staff will be able to see the tapes. Recordings will be transcribed and 
destroyed within a few days after the recording is made. The researcher will remove any 
identifiable information when the recording is transcribed. The researcher will keep the 
recording files in a password-protected computer. 
 
Do you agree to let us audiotape you during this study? ______YES ______NO
 _______INITIALS 
 
How Will You Keep My Study Records Confidential? 
 
We will keep the records of this study confidential by removing any identifiable 
information from you or any documents collected while conducteding this study. We will 
make every effort to keep your records confidential. However, there are times when 
federal or state law requires the disclosure of your records. 
 
The following people or groups may review your study records for purposes such as 
quality control or safety: 
 
· The Researcher and any member of his research team 
 
· The Institutional Review Board at Boston University. The Institutional Review 
Board is a group of people who review human research studies for safety and protection 
of people who take part in the studies. 
 
The study data will be stored on the researcher’s password-protected computer for three 
years. 
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The results of this research study may be published or used for teaching. We will not put 
identifiable information on data that are used for these purposes. 
 
Study Participation and Early Withdrawal 
 
Taking part in this study is your choice. You are free not to take part or to withdraw at 
any time for any reason. No matter your decision, there will be no penalty or loss of 
benefit to which you are entitled. If you decide to withdraw from this study, the 
information that you have provided will be kept confidential. 
 
You may choose not to be in the study or to stop being in the study before it is over at 
any time. This will not affect your class standing or your grades in your music class or at 
school. You will not be offered or receive any special consideration if you take part in 
this research study. 
 
What are the risks of taking part in this research study? 
 
The main risk of allowing us to use and store your information for research is a potential 
loss of privacy. I will protect your privacy by replacing identifiable information with 
pseudonyms. There will be no link between pseudonyms and the original information. 
 
Are there any benefits from being in this research study? What 
alternatives are available? 
 
You may choose not to take part in this research study. 
 
Will I get paid for taking part in this research study? 
 
We will pay you a $25.00 gift card for each student interview up to a total of $50 for your 
participation. If you do not complete the entire study, we will pro rate your payment 
according to your completed tasks during the study. 
 
If I have any questions or concerns about this research study, who can I 
talk to? 
 
You can call us with any concerns or questions. Our telephone numbers are listed below: 
Salvatore Vinciguerra, XXX-XXX-XXXX; my advisor, Dr. Ryan Hourigan, XXX-XXX-
XXXX. The parent/guardian may obtain further information about your rights as a 
research participant by calling the BU CRC IRB office at 617-358-6115. 
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Statement of Consent 
 
I have read the information in this consent form including risks and possible benefits. I 
have been given the chance to ask questions. My questions have been answered to my 
satisfaction, and I agree to participate in the study. 
 
SIGNATURE 
 
______________________________________  
Name of Student Participant 
 
 
______________________________________  ____________________  
Signature of Student     Date 
 
 
I have explained the research to the subject and answered all his/her questions. I will give 
a copy of the signed consent form to the subject. 
 
________________________________________  
Name of Person Obtaining Consent 
 
 
________________________________________  _______________________  
Signature of Person Obtaining Consent  Date 
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Appendix C: Protocols 
Observation Protocol 
Goals 
 • Capture classroom setting, atmosphere, climate and environmental conditions    
      for teaching and learning. 
 • Determine the goals of the secondary instrumental music educator while     
        teaching the lesson? (Lesson plans will help guide the observer). 
 • How inclusive are students with learning disabilities in the secondary           
      instrumental music classroom? 
 • How does the music teacher interact and engage students with learning     
      disabilities in the instrumental music classroom? 
 • How does the music teacher accommodate instruction for students with learning  
      disabilities? 
 • How does the secondary instrumental music student with learning disabilities    
       engage and learn with other students in the classroom? 
 • Who assists the secondary instrumental music student with learning disabilities   
        during a music lesson? 
 
Collection of Documents 
 •  Curriculum Guide 
 •  Course Syllabus 
 •  Course Description  
 •  Lesson Plans 
 •  Handouts related to courses or workshops taken in special education 
 •  Handouts from special education coordinator 
 
Interview Protocols 
Questions for the secondary instrumental music teacher 
 
1. Please state your name, your job description, highest degree that you have earned 
as a music educator and how many years you have been teaching? 
2. What is your background in teaching students with learning disabilities? 
3. Tell me about the courses you have you taken as a part of your music teacher 
training that has prepared you for teaching students with learning disabilities. 
4. What kinds of in-service courses have you taken recently that have helped you 
prepare to teach students with learning disabilities? 
5. What are some classroom accommodations or strategies that you use to teach 
students with learning disabilities?  
6. Can you give us a specific example of how you adapt your lessons for the student 
participant and other students with learning disabilities? 
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7. To what extent are you involved in the IEP process of the student participant? 
8. How much of the IEP information helps you plan and guide your lessons for 
students with learning disabilities? 
9. What adaptations have you made to your lesson plans that are specifically related 
to a student’s IEP? 
10. Can you tell a story about how you accommodate students with learning 
disabilities successfully in the music classroom? 
 
Questions for the secondary instrumental music student with learning disabilities 
 
1. Please state your name, how old you are, what grade you are in, and what 
instrument you play. 
2. How does the teacher help you understand a music concept that you don’t 
understand in music class? 
3. Can you tell us a story about how the music teacher helps you learn in the 
music classroom? 
4. What kinds of activities help you learn and understand the musical concepts in 
class? 
 
Journal Protocols 
Weekly Journaling/Email writing prompts for teaching participant. 
 
1. Reflect upon a specific accommodation and modification that you used in the 
classroom with a student with learning disabilities. How did you adapt what you 
were teaching for this lesson? Was it successful or not? What did you have to do 
to change the way you teach? 
2. Reflect upon the successes of teaching a student with learning disabilities. 
Describe a teaching situation either during, before or after school with a student 
with learning disabilities that has helped the student significantly improve 
learning their musical instrument.  
3. Reflect upon how you interact with a student with learning disabilities in music 
class. Describe your rapport with the student. Do you treat them differently than 
other students? How does this student socially interact with other students? 
4. Reflect upon teaching strategies that you use to teach students with learning 
disabilities. What kinds of instructional strategies are the most successful for 
teaching students with disabilities and which are not? How do students with 
learning disabilities learn in student-led groups (cooperative learning) or by 
themselves with guidance from the instructor?  
5. Describe a situation where you became frustrated teaching a particular student 
with learning disabilities. How did you recover yourself either in the classroom or 
later with the student before or after class? Did you ask the parent or special 
education coordinator to help you solve the problem or did you fix the situation 
yourself? 
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6. Describe an example of how a student with learning disabilities works with peers. 
How do they socially interact with others? Do they ask their neighbor for help 
rather than you?  
7. Describe an example of what happens when you give students with learning 
disabilities a written assignment in class that has them read, interpret questions, 
and write. What problems do they have completing the assignment? Do they ask 
for help from you or their peers? Describe how you could have modified the 
assignment or accommodated the students more if they were having problems. 
8. Reflect upon a teaching situation where you have had the opportunity to work 
with a student with disabilities on an individual basis. Did the student come 
before or after school, what kinds of help did the student need, what kinds of 
teaching problems did you encounter? What teaching strategies or modifications 
did you use to help the students practice their instruments so that they could 
become successful in the music classroom during rehearsal? 
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of Manatee County; Arts Council of Hillsborough County Music, Wharton High School 
Parent Teacher Association, and Doctors Charter School Parent Teacher Association. 
 
Adjudicator 
Florida Orchestra Association District VII Solos; Ensemble Festival and Florida 
Orchestra Association District XVI Solos and Ensemble Festival.  
 
Other 
Music arranging for high school bands and youth orchestras; Proficient on trumpet, 
violin, piano and experience teaching various band & stringed instruments.  
 
AFFILIATIONS 
American Choral Directors Association; American String Teachers Association; 
Conductors Guild; The College Music Society; League of American Orchestras; College 
Band Directors National Association; Florida American String Teachers Association; 
Florida Bandmasters Association; Florida Choral Association; Florida Music Educators 
Association; Florida Orchestra Association; The National Association for Music 
Education; National Band Association; The World Association for Symphonic Bands and 
Ensembles.  
 
PUBLICATIONS 
Co-author of the elementary string orchestra music curriculum for Hillsborough County 
Public Schools, FL; Helped write the Middle School String Orchestra Curriculum for 
Clayton County Public Schools, GA.  
 
AWARDS & HONORS 
Miami Shores Village, Certificate of Achievement for having the Doctors Charter School 
Music Program featured at the Florida Charter School Conference, 2014; Florida 
Department of Education Office of K12 School Choice, Certificate of Appreciation for 
Outstanding Support of the 2014 Florida Charter School Conference; 
Marquis Who's Who In America, 57th Ed. 2003 
 
 
